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ABSTRACT N e ,

i ) The papers in this collection report on various
aspects of a project which studied the effects of educational
policies upon classroom teaching. The background of the project is a
set of intensive interviews of 43 randomly-selected teachers in 3
diverse school districts. In "Teaching Standards or Standardized
Teaching,;" the point is made that school systems serious about

teacher quality must shun "remote control” accountability measures
and treat teachers as professionals. "Beyond Standardization: State
Standards and School Improvement"” discusses state educational

policies mandating standardized testing for students. ['The Seduction
of Central Office Administrators by Effective Schools f

raises the guestion /of the reliability of such resea

state policymakers understand research results. "School Reform by

Test Scores: A Logical Extension of American Educational Folly"

critically examines the policy of basing teacher evaluation on the
results of pupil performance on standardized tests. "Teacher
Professionalism: A Radical Approach to Improving Schools" offers

suggestions for lessening the bureaucratization of the schools and

improving teacher education. "On Standards and Public Policy" argues

that public officials are using the wrong approach in their efforts

to improve education. (JD)
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The papers in this collectivn teport on various aspects of the
project is a study of the.effects of éddéé;idﬁﬁl pdiiciéé"ﬁpch class-—
room té&éﬁiﬁg. The backgrourd of the projecs is a set of iﬁ;éﬁsivé
interviews of 43 tﬁﬁddmiyZSEiECted teachiers in three diverse school
districts: .Thé kﬁéEié&gé derived from these interviews hﬁs been com-
bitied withi knowiedge derived from the literature and knowledge about
educational policies. The result, we hope, will help to $1luminate thi

]

potential for and limits of reforming classroom teaching through educa-

tional policymaking: The papers collected in this volume have been or

Arthur E. Wise ,
Linda Darling-Hammond
Jawuary 16; 1984
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School systems serious about teacher guiakitv

must shun remote controt and treat teachers

as professionats.

Py

LinDs Darting=Haunioxn asp Artiur E. Wisk

tandards 15 education’s  fiewest
buzzword. Higher stindards for

teachers are at the ton of nearl
evervonc's reforii list, and proposals for

toiighching up the teaching corps flv”

about like dandeion sceds mthy wind.

Teschier cotpetency tosts and nent.pav

are two of the more popular panaceas.
And: oh ves; higher salarics tsotte voce,
if vou please "would e a nice gestuie if
policvmakers are $o inclined. 7

 The testing and mierit pay proposals;
like 1iost reforiii proposals, have sotue
tierit and several drawbacks: Seme pro-
poiciits say they will professionalize
teachitsz. lu certain meamations. each
of them in fact might further de-profes-
sionalize teaching. Neithier ot thema, as
popularly proposed. addresses i serious
problem for teacher professionalisini—
the current working conditiots of teach-
ers. which, aloiig withi low salaries, are
ant obstacle to the ratention ot highly
qualificd teacliors: Ity anicler we

counterpose somie suggestions for -

I

" proving tcacher qualiny based on profes-

sionalizing teaching.

Cood Tcachers: How Thev Cotiie
aud Go , ) 7 7
Higher salarics, according ta ceone.

mists, dre the miost expedient way to
attract better ualificd people to any
prafession. In the case of teachers we see

110 reason to depart from ths hypotite-
sis. Whern i second-vear teacher in one.

of the mtions” wealthiod. most educa-
tion-iinded  commumnitics niikes less
money than a seeond-vear sates elerk i

reform s urgent (FECS. 19831 Given
the growing spot shortages of wacliers.
expected to beconie much wonse ot
the next e vaiis, fiilure to increase
teachers sakites will ingvitably lead toa
decrease i thic cuality of incoming
teachers. %

States and school ddistrictsshave e
sponded to current shorlages largely i
wayvs *hat undermine e duality of -
struction for stidents: by issuing cnier-
geney certificates. awigning teachers to
teach courses outade ilieir areas of corti-
fication. increasiiig cliss sizes. or elini-
inating cotrses  aitogetiier NeTl
[0S 31 Few have niised salaries to attract
moic talented people to the profession.

At the same time: i the name ut

o

raising standards for teachers. a nuiber
of states have induced more serious
shortageg by requiring competency testy
for teachdy certification. Competeney
testing inAariaus states has sedueed the
supplyt teachers from 10 to 51 percent
in different vears (Tach, 1953: SREB.
19791, Althiough thise tests are meant to
scrcen out incotpetent teachers. stud-
ies tiave not found any consistenit reld-
tienship between scores on tedchicr
cormpetency tests and measures of teach-
er performa C i the classrou

rfonmance in the classrogni ners
and Qualls, 1979 Nudrews, Blackion.
and Mackev. 1950 Quitk and ethers,

Liida Darline-Hammond is Socidl Sci-
gitist: amd St I Wise po donit
Sovial Sciendist, both with the Rar
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16735, This shisitld iiist bie too stiiprisiiig
since the act of teststikinig i dxﬂrc it
""" ict of CFurthier, many
of thic test guestions on the N .Vmunll
']cachir f\mn/n lt!mh 1«»r (\mxplc;

sub;cct ne attor -anich litt k i do with the
application of pedagogical principles to
diverse Ll.mmum stions.

~ Klost nnpnrt mt \\lu ¢ fllc tm; pr:
'd'u'c'c s’ho”rma

better scmmtv—pwp?c u) enter :md rc-
main in the tcaching profession:

Misconceptions Abont Merit Pay
Merit pev is.a coneept that, having been
abandoned, li)‘ anost sclivol districts that

tried it in the 19205 and 19305, s dedin

proposed as a mciris for rewirding gtmd
tuchcr .md m pmn:: thun to st.n i

“lower uchcr nmnlc and decrese 'ml)-
lic confidence in education v.lnlc de-
professionalizing tcaching,

) ‘irst; mcnt pay as d rews nrd or lmmh

,of sclcc\c( e lxcn is 1ot a pmfuxmn.al
¢ i (\dd ieepl:
()H thL

how such a umuptmn ()f it pav.
which excludes muny laid-working
teachers on vel mldchncd arounds: can
profcssmm.lhzc or ispire the teaching
fdii‘é fri ;‘i lii’;ii""r IL;\’CI ijfaiiiiailii‘i.,

- cost that is involved i peifornng this

T

xchool dhtnlts m tlm cmmm lt s qum
casy to sav that we ought to get nid of bad
tecachers; reward zood teachers; and
cvaluate_all tmdxus carcdully._But we
oiten fail to recoenize the hizh financial

function adequately. There is a lone-
standing tradition in Aaicricaii public
cducation that evaluation consists of the .
principal standing i tie back of the
ClJSWOOHl fm tcn mmutu duckmz offa

cimiot Cl.nn to

;xdcquak ()l)sq\nupn .md (l()cumum-
tion of cvery teacher’s ferformance—
whether by adiministrtors or peers—
rcquires mhsuntml Tesittiees on top of
the additional resources needed to pay

tcachers for their mientonous pcrtorm-

.’ll](._C

uthcr thc mstructmm( progran or the
arics of the otlict unrewarded teach
“This will neither fe

. 7 the
chances of retaining the  adeyuate,
good. and ncarly outstuuding teachers
nor _mprove  the . condibons  under
‘which teaching and leaunng oceur for
miost students.

ok nmll\ puhnm thL most ﬁt,ll ﬂ.n\

'\\l” p' reeive that soiiic teachers .uc _
meritorions whiile nthcrs are not. To  fwd Pome )
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whom will pareiits prefer to have their
ciildicn  awizned=tliose  the sustem
designates a5 niieritiris ot the non-
mentorionsy How cm an institutios

that must serve the public cquitably
withstiiid @ sivniion in which clients
pereeive they are receiving  uniequal
treatiiient?

Master Teachers: Developing a
Teacliing Profession ]

An alternative. conception sotetimes
hidden nuder tlie buatiner of nwent pay is
the muasicr teaclicr concept: However
master teachiers, teadhier leaders. or dif-
ferentinted saif, as they are vanowsly
called, are tot nerit pav recipients.
Althottgh sotic ties master teachiers re-
ceive stiall salany ancrements, these are

in recognition of that additional re-
sponsibilitics.  Tupically, they  have
sarie respoinihility for supervising be-
ginning teachurs, for supervi ing or &
wisting their peeis. for curriculum dey I-

opicnt. dnd s ot The pay increment
is incidental to the teacher's role as an
expeiiciiced practitioner capable of de-
fiiing and transntting a standard of
practice: The title constitiites 4 juda-
tnent by other teachers that lic or shic Tuas
already achicvad that standard of plac-
tice and is capable of carrymy out the
designated fusictions. :
Importaitle, miaster teachers do not
inistrtors: I soine in=

beconie  adimiriistrators:

staiices, they are released from class®

room dutics for a vear or bvo and ther
returti to the classroom, o1 they exercise
their additional responisibilities  part
tinie- so thiat the also reiiain classtoom
teachers. This iicaiis that competent
people “contintic 1o teac students _in
diead of sinphv T
torious classraom performance by be-
corititigadministrators. It also miiis
that a standard of professional taiehing
practice is defined within the prufession
by those sclected b the teacher cadre to
tepresent that standard. o

This is particularly nportant in the
practice of tedcher evaluation: When
teachiers paiticipate i the evaliation
other teachicrs. as thes do in some dis-
""" wir fud dhat the quality and
intensity of supoovision. caninietedse
draniaticaily: Unfettered by compet-
1 sdinnstrative acpoisibilitics, anid

- armed with opert kiowedze diid expe-

detiee an thar grade lewel o subject
area; hizhly qualitied icaction can assist
athers o concrele wavs it fmprove

“\pro

| “sWhen teachers

| participate in the
evaluation of oier .
teachers. the quality
and intensity of
supervision can
increase dramaricaily.”

teaching, . , o

In our studics of teachier evaluation
processes that tse peer review o pecr
Gstance. we have also foud that it 1
ossible withi loth teacher and manage-
" Inent suppoit to identites assist: and. if

necessarv, remose from the clnsroom

© {hose teachiers who are truly inadeauate.

. Wheii this collaborative approach is
wised, thie teachers’ orgdnization typicitl-
lv does not initiate gricvances about

cealuation processes or ottcomies. Evai-
uation tesnits can be used for decision
making when union representatives are
ivolved in tlic entire process to protect
due pracess rights while masier_ teachers
provide intensive assistance. The restilt

is niore realistics less contentious ahi-
ation coupled with increased teachier
cuntrol over the membership and con-
tent of the profession. '

‘Teacher niput is largely tifisstug from

ruanty merit pav proposals. A nomber of
the reforms that huve been designed to
uparade standards for betiv students and
teachiers consist of standards applicd 10
teactiors rather than by teackjers, The

good teaching content atidd iniethods s
increasmgly been wrested trom

nglv been wiested froin teichiers
and is instead conducted by poheviik-
crs. ‘TTie resilt is 4 binicayeratic concep-
| tion of teaching reflected in policies :
proscribe educational processes and out-
comnes to b iiplementzd by teacher-
Jircauerats.

Counterproductive Policies
I our study of lrow ciducdtiona! policies
{ have affected classtoonn lite. we have

foand that the niote d®ailed and pre-

| seiptive thie policies are; the miore
teachiers tend to eed constrainud i

nicctiig whiat they percene to be tlic
niceds of thicir students: Thiose who ford

coss of dehming whiat constiiitds

| linible to exercise’ their . professioil

jidgment appropriately cxpress disk.itis-

 faction with teaching and dre more dpt
Lto say they will feave the prosfessicn,
| Paradoxically, sue paiicics desiznied
a jj%éxﬁnt incdmpc!gnt717";:71(7-7]:1@171;4 distotss.
! e the effoits of highly motivated and
competert teacliors: o

Thicre are several tvpes of policies thut
tedchicrs we spoke to found cowiterpro-
ductive to classroomn teaching:

o Curriculum and testing  policies

divert teachers’ energies trom teachizug
work_ o .

o Policics  that  de-professiimahize
| teaching by excluding teachars” juda-
| ment about what constitutes appropriate
| tedchinig and learning such s miechia-
| nistic teacher evaluation practices. uni-
| diniensional  student  placement atid
i promotion _ policics, aind brireaiicratic
i decisions ahout program designis
| Policies that prestiibe thie curricuium
U in detailed and speefic w that-ciu-
i phasize testing and recordkeeping. and

| diires far from the classroom level use
| seinote cotitrol methods for governing
cducation  (Wise, 1979 NRURR
1983). Remote cotitrol cducation re-
moves tie discretion of the dassroom
teacher and requites that teaching time
| be used for testing and recordkeeping o
supply ditd to policymakers: Standard-
iz¢d testinig, the comerstone of this ap-
praach, results in standardized teach-
ing, and in frustrated teachers.

~ Teachers 'who teach in remote ot
| tral school systens coniplaiii that the
cammol invoive dheir students iy wrting
projects or_in classtoom discussions ot
“Inleresting ideas. Thi veel'th

time for activities that are ot geared
! toward discrete cognitive skills that wiil
| b tesied on multiple-chnive tests et
| for promotiott purposes.. trackiig pus-
| poses, ot accountability  purposes.
| “Teacliers complam Hat they ligve been
U limited in the choice of materials thes
can_use—that they are limited: for v\

I AR R L T
ample; to a single basii readér i

docsut et tie viceds of all of thelf
i children, Thes cannot punstie topies ul
Dthe children's initerest because thiey e
E Supposcd to be ot a particular paee on
i particular dav or they are supposed to
; achiese certain 7(}Vljrifcc'ii'\tj»‘l5i- the e o
| the clissroom penod. They feel cone
| stiained i thar ability 1o mcet whit
! seo s the tieeds and interests ©F

I

they

[T N

[ thal establish decision-making proce- -

haveno -
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""" Thev lso feel esentfitl
of mfnn -m.um of ther waching hie,
Nedarlv el ol thie 13 tL iy h(r\ we tialked
o &id tiiev wouki segching i,‘.
rat x(;mh,.: i s lum.uxu.z.mm(m ot
eal ghitng wele to contie:

I the face of the cunrent onshnght Uf
prc;\(r\.z“\ for rsing educational stan-
dasds. thowe connments point 'n \ote
meportat lesons: They do not aezest
;h.zf hm'w coals and l'|~n starndarcds 1s
sggest,

AL BiwS

couns! Lrprm:m ne lhev do
however, that e one schs to nnproie
feaching 55 as importint or elen diiore
imspotiaiit thin Wit thezoals aind stin-
J.ir'di ai. ('ru'iii"' lt. uii'u‘ mmst’ ap-

hln ulay .11.\0

mnre

)1 rmmmf C(] tee I(.Jl(;\

have the cfect o drvne the

5dii;t)i;it?iii and camimitted feachers out

fo t,tnnt prgiro»u‘-n.m/c r,!lc pr.lchtc of

eaching and that make educanon sufh=
stenthy Jllrutnc fAnasic iy ind profess

sionille, ln seeniit 2l et tdented
praple as teachors: These solutions wall
ru;mu a more serions investinent than

have hcrdmo,( m e 'z .m"lur
r&éﬁiiiiii«iii """""
higher salarices: tmchu, 1)rq).1r.m(m.
throngh more infense and pragtice-ori-
cuted teachier education: and teacher
retention. throtizh tiniproved miaterial
nid pmruxuml] wotking conditivns.
Tlicn we will beible to abandon remote
control dcmnnmh.nt\ selicnies so that
teachers can attend to the education of
vur voung people:
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* BEYOND STANDARDIZATION: STATE STANDARDS
« . AND SCHOOL IMPROVEMENT :
Arthit E. Wise and Linda Darling-Hammond®
June 1983




v
7

to set sducational Standards or to shape the educational process. While
states also seek to improve education through the allocation of funds,

- . v o P U, ';,,,
in recent years tney have placed more emphasis on regulation--setting

standards in the form of tests to tec passed or educational procedures to

be followed. Some policies are targeted on- studvnts; others on
teachers. ‘The policies; of course; als¢ affect  ~.o0ls, schocl systews,

and, in certain cases, schools of education.’ In iuls paper, however; we
focus on how policies afrect the teacher-learner relationship as it
occurs in classrocms.

Policics intended to aftect teaching and learning may seek to

infiuence the goals,; processes; or cutcomes of ‘education. In so doing,

.

pbiieymakcrs must mzke -choices about who will enforce a lawi; how
Speoitic its guidance will be, and what peralties wilt accompany non-
compliance: They must imagine what the airect and indirect conséquéhééé
Of alternative decisions will be: Is compliance technically feasible?
_unintended effects occur? Will non-compliance be widespread?

When they seek to influence what goes on classrooms, State
ﬁaiiéyﬁékéfs‘must also considér how their policies will be transmitted
over tne long distance from the state capitol to the local ciassrcoﬁ;
Laws, by their nature, must be general, unitormiy applicable, and
enfovcoable from a distance. In order to reach teachers or students;

the laws must depend on specified procécures for implementing and

monitoring poilcy irtentions. These procedures are énforced by a
bureaueratis chain that extends from the state's center of burcaucratic

authority to tecachers who implcment the state'c in the classrocm.

w ;

T &

<

G



Bureaucratwc implementation of policias can work under certain
circumstances that satisfy the asscmﬁtibns of the bureaucratic model: )

1. Vhen the relationship between policy means and enas is
apﬁroprlate——l €.; when the ends are attainable given the
mééﬁ;; or When the means are reasonable given the endas;

2. When procedyres designed to ensure conformity to norms are
appropriate--i.6., when conformity can actually be ééﬁi§€¢§_if
the préiéaﬁféé are followed and when thé procedures are,
thcmSéivés,*technicaiiyVana b&ii%iééiiﬁ feasible; and

3. Wﬁéﬁ organizations operate ratlbhally—-l e., when they can .

estabiish consensual goals; pian and coordinate activities to
meet thosé goals, and ensure that the activities are carried

out 'as intended.[1]

The first two conditions are prerequisites for effective policy

desipn: Policymakers must know that a clear relationship exists between

mezns and erds; they must know that the procedures specified wili ensure
confgrnity to the norms implicit in the policies: The third condition
is a prerequleite for eftective policy ;mgL”ﬂgg_gﬁxgn Policies can

only be Implcmented it an organ;zatlon has the capacity to control the

pélitiéal and technical aspects of its work.. The organlzation musc be

abte to define clear-cut goa1s that are polltlcaliy acceptable and

manage the technical work process according to clearly-specified
. . o N \ S b
procedures that ensure desired outcomes. : -\

T [1] Arthur E. Wise; Lemislated Learning; Berkeley: University of
Californida Press, 1979. '
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prescribing goals, processes; or outcomes related tc the "production™ of
teaching or learnming. This is because quite often the relation -between

a

é&ﬁé&iiéﬁéi‘ﬁééﬁé and ends is unknown, and the procédures for ensuring 5
conformity to riorms are politicaily or technically difticult to.enfcrcé;
Edicational polieymaking is also problematic because school '
organizations do not dlways conform to the rationalistic model of

6r¢ahizééibﬁs; They do net always have consensus on gcéis, vaipes; and

\ norms, and they cannot alweys specify techniques that will result in

cl

\\ desired outcomes: - | e

In short, schools do not operate as model bufeaucracies because the

ature of teaching and learning work is not sufficiently technoeratic,

" ior the nature of schooling sufriciently apolitical, to allow them to do
so. This means that sééié policymaking about educational productivity
matters must take into account iméortanﬁ questions of iﬁﬁiéﬁéﬁﬁééi6ﬁ;
partial knowiedge of ends, means, and norms wili wend their way down to
the classroom in ditferent school districts.

In this paper we examine teachers’ viéwsyéf'éétual or ‘proposed
state policiés intended to influence teaching and learning. e focus
speciticaliy on swcahd;i*dlSétting as implemented through Jtési:iﬁ;é'
meghéﬁi;ms;. Because tests are ihéfééSihgly the measure of goal

attainment, it is important to understand how both the policy goals and

these implementation tools affect teachers and students:- With respect
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instructional processes. With respect to, teachers, we examine test-
based standards for entry and retention in tie profession;

Tiws, gt is important to know how téachers rezet to these policies and
what they perceive as the effects of the policies. How they perceive

¥hc poliéié; Will aerct how they respond to eftorts: to implémént'thé '

policies. How teachers perceive the efrects of policies is one major

\ . . .
source of data which, properly analyzed; can provide insights into
Béiiéy design and fédésign. .Scite data employed in this report are drawn
from the auth0p5?°éaga§ag study of the Conditions of Teaching Work.

The data are drawn f?og in-depth interviews with a sample of 43
randoniy selected teachers frow three large school districts in the
Middle Atlantic states. The major purpose of the study iz to gain
in-depth understanding of teachers' responses to policies that shape tne
éaﬁaiﬁiaﬁé of their ﬁbrk. Thus, the sample is ﬁééééé&fiiy small and
drawn from an even éﬁéiié? ﬁ&ﬁééf of districts so that district and

state contexts can be better understood:

STANDARDS. FOR_STUDENTS

Policies that set standards for students may take several forms.
They may prescribe course ?édﬁ;?éﬁéﬁié; they may specify learning
sequences through which all students must pass; or Eﬁé§ may estabiish

outcomes levels that ali students must aéhiéva. In concrete torms,

curriculunm guldes, broad outcome goals or particular uests that must be

* passed.

di
3



-5 -

Standards directed at students are, of course; intended to
influence the actions of teachers. Standard-setting is a means for
rationalizing téacﬁing by defining goals, methods for reaching the”
goals; and/or means for evaluatin & whether the goals have been achieved
Broadly speaking, sﬁandéﬁas are intended to improve the quality of
ﬁaﬁﬁieuief types of learning. eéftain types of staﬁdards may focus
attention on the reduired easurement tools rather than the “policy's
bread goals.

The effects of standard-setting policies on classroom teaching
dépénd on how specifically the policies preseribe outcome measures, and

students, subJect area, and school enviromment within which teachers
opcrate. Teachérs! responses to standard depend upon the degree to

which the policies impose constraints on their ability to meet what they

perceive to ‘be the needs of their students. Theili> obsarvations reveal a

view of cducational standards that is in some ways antithetical to the

policymaking framework. The common meaning of a standard is Eﬁai it
provides a singié;'ﬁﬁiféiﬁ measure of something. However, teashers'
views of standards often depend on how multidimensiorzl or flexible they
perceive the standards to be. -

" Shulman a?ﬁressés this secming paradox in his discussion of the

tensions between teaching and policy:-

Why is the Jnxtaposltion ‘of 'teaching’ and *poiisy' the
statement of a problez? Ve are wont to think of teachirng ds a
hishly clinical, artful, individuzl act. Since izstruction ‘is

interactive, wlth teachers‘ ectlcns predxcated s pupit

responses or cirticuities, it appuars luu*crous == principle

'y
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to issue directives regarding how teachers are to pertorm. . .
. Teaching is the very prototype of the idiographic;
individual, clinical enterprise. Folicy connotes the remote,
nomothetic, and unrespousive.[2]

His theoretical analysis is borne out by teachers' actual responses to
educational policies. Their obscrvations about the efrccts of test-
based standards for studénts are most negative whéﬁ‘ﬁﬁéii.éibéiiéhéé or
expectations suggost inflexible application of policy tools: White many
teachers support the éétéﬁiiéaﬁéﬁt of géﬁéﬁaiizéd_standards for
students, they see dysfunctional consequences in the implementation of

“highly specified unirorm approaches to teaching and learning. Below we

examine teachers' responses to three types of standards: i ni mum
competency testing, standardized testing used for decisionmaking asau;

students, and é6ﬁ§é£éﬁéy-5éééd,appfbaéﬁéé to teaching and learning: |

Minimum-Conpe Testing

In the late 1970Cs; théyiééding state education policy initiative
was minimum compeﬁéhéi‘iééf&ﬁg (MCT). MCT is a device for conditioning
stiident promotion or graduation on test achievement:. In a 1979 survey
of over 1,700 teachers conducted by the National Education Association,
only 14 percent of the ﬁégéﬁéﬁé polied fabeéd the use of standardized

test scores for determining student promotions: In the three states in

which our three districts are located, minimum competency testing had

opportunity to refleéct on its significance for them and to begin to

L&+ Shulizn, "Autonomy and Obligzaticn®™ irn Lee Shulzan and CGary

Sykes (eds:), Handbosk of Teaching and Poliey: K¥: Longman; 1383; p:
488. :

i




oricnt to it. In our sample; 30 parcent of the teachers favored MCT, 25
percent tavored it with qualifications, and 45 percent opposed it:
Those who favor MCT do so becausc it establishes a clear standard

ai. p'aces the onus for reaching it on the student.

1 ‘Vhink it is good because this takes some of the
rosponsibility and places it on the student. The student

knows that he is not going to Lave time.to come to school and
clorn and act up ir he is going to be - preparud to take that

I think it's a good idea in a scnse. I- fhink it's gooa to set
some standards for all students to meet.

Some teachers gaves the idea of MCT support, but conditioned their

sipport on how MCT would actually operate: One teacher thought it would

be beneficial it it operated in a sophisticated way:

I see a lot of pereral value in it, it it is a fairly
sophisticated progréam with 2 lct of variabics buiit in otner

than spec111c achievemént on one test. I Wéuld like very much

to see some work experience involved in a graduatlon )
rethremcnt. : : . I would 1ike to see special projects bolrg

conducted under the supnrvxsxon of a good teacher and let_that

be part of the reguirement for graduation--not specifically a

test score; biit 2 broad range of things requxred before you

can say that you have been graduated_ from high school.

For this teacher and many others; the appeal of MCT is that it
establishes a standard. However, the standard is a broad set of

requirements rather than a single test score. Other teachers conaition

their support on expectations that may be unrealistaic:

I can 11ve with it. I don't thlnx it dete"mines tne true

quaiity of - educatlon, per se. It is always &t & miniral level

and it <hcwu vou wher= your greatest wezknesses zare. [I can

support u]]hs lcng s :t dogsntt p": a riglc;ty ln the
currlculum tecau,e that is where the problem cccurs it if

regquires you to stop and teach sometnxng that is not part of

’

R
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your normal curriculum design or your objectives; that would
be the negative sice.

This teacher favors MCT on the condition that it not interfere with the
curriculum.

Those who oppose MC 1 do so for a variety of reasons:

I really hate to see a student's passing or not passing based
on one test. -

It's not as obJectzve as it seems to ve. It really oepenas on
the child. K child . < < may just not bs able to ucore well

on this test brcause of thlngs that are happening in their

peﬁsonat ite; but maybe they know [the materizi]: I don't

think that can be the entire evaluation.

15—year-old may“e in third grade. Wouldn't that be kind of

devastating on society?

I don't think it's gbbd. If you take this school district and

compare it with district X or QlotPiCt Y, you don't have the

same standards. Maybe you have the same materials, [but] you

mlght not have as much extra help; you mlght not have as many
activities or varied things for [students} to be associated

with. I can! t sSee how a state : . . can have a standardi zed

test that is going to take 1nto account alil the indivadual .

differences they have in each distrlct. Each district has

dlfferent budgets; each dngrl has difzerent area manageﬁs

or adalnzstrators. I just don't.see how they can come up with

a valld test to pass state wide for something like prcmotlan.

I really don't agree with that.r

of thing. . + I wonld rather see it be .under the leacershlb

of a smaller gronp where they know tﬁeir schools~-a councy
rather than a state. .

fed
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I dcn't thinK thcy are ali tnat ef'rective or necessary. I
think one of the difriculties is that you get into teaching

for the test rather than accomplishing thc same objective
through other neans.

~..
-

“

Teachers' various objections to statewide minimum competency testing are

bascd on a Vicw that a single, uniform measure cannot adequately allew
_for the‘difterences in student responses or abilities; nor can it take
into account the vériééiéﬁé in local resources and goals that exist in

education: They do not want a standardized measure of the

nonstandardizacion that resulté from local control of the schools. Some

fear that because the connection vetwecen the test ang what it seeks to
measure  is tcnuous; thq means will substitute fop the eﬁéé:ﬁﬂtﬂéw%ééﬁ
wi;i serve as the goal é? instruction rather than as a measure of
instruction or learning. )

The expectation thét measures will become goals is well-founded:
ts we discuss below, standardxzed tests Used in otnér contexts had

important eftects on teachlng, partlcuiarty if they are used o gulde ‘

decisionmaking about students or teaching.

Standardized lesting

Even teachers Wlic have rot yet had direct experience ﬁiiﬁ minimum
competency testing have-had experience with other types of standardized
tééting. While standardized testing is not a discrete étaté.pbiié?i
State accountability and evaluation requlrements have caused increased
use of standazrdized tests for ﬁékihg‘dééisibnéAabdut student placement
and instruction.  Standardized testing has been a powerrul force shaping
1ifs 1n te classroom. In our sample; 60 percent of the teachers report

that tnis ircrcased emphasis has aftacted their teaching. More

18
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ﬁslgnirlcunt*y, when tcachers itere asked whefher standardlzed testlng

‘ aftectcd ofher teachers, 35 percent report that standardized testlng has

operate.
T\Eﬁ—ﬁkx;‘<\ our content analysis of the interview re\ponsrs reveaied that

effects fell into five categorles. altered currrcuium enphasis;

teaching SEudents how to take tests; teaching students for the test

(specific preparation for the test); having less tims to teach; and’
feeling, under pressire. The most cémm&ﬁ'é?fééi»?éﬁaﬁté& by teachers

about their owi behavior was that they altered their curriculum

emphasis. Some viewed this:change positively and otners not. The most_
common efrects reportéa about the behavior of their colleagues was that

Soiie teachers value Eﬁéaiﬁé;ééééa emphasis upon Standardized

testing because it creates scandards, expectations, and pressure. It
causes tnem to change what they do in class in a direction they regard

as valuable.

In the areas where tnese tests are given, I feel 1t puts
pressure on the teachers and I see it as a pos1t1ve type of )

thing, goud pressure, to teach and cover specific areas anag to

get that information across rather tnan waste their time cn

what they happen to fecl is important. I feel that there is a
certain body of krowledge tnat kids should leave school’ thn,
and that standardized tests, 1f tney're written properly,r

ensure that teachers zre going to teach that particular body

of knowiedge because ttey don't want to see all the kids fail
. ‘ in it.

)

We go over those results very thoroughly in faculty meetings

and look at 31; tre areas thzt are cither undar expectancy for
the’r ;Q's or that :re reaiiy xo;er thah waat ké would éxpeCt,

fod |
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areas. Like one yedr ‘capitalization and punctuation was

extremely low and whether or not we had just missed it tnat
year or what or whether it was just the kids that year, we do
go back over tne rcsults and talze a.good.look at them and see
what happcned So, it might atrect what we would do in the

future more than what we have done in the past.

Thus, for somc teachers; standardized tests are a means for cnsuring
that & body of knowledge is covered in the curriculum. In a broad
sense; the ase;gr tests helps them orient their imst ction to important
topies that might otherwise receive ihéﬁff;éiéht émphasis. ;

Moré typically, howcver, teachers report that the use of tésting as

& management control device causes a_ narrowing of the curriculum. _VWhen _
tests ape used as measures of teaching effectiveness or as indices of

student competence, incentives are created for teaching the precise

content appearing on the test rather than the educational concepts

underlying the test. Some Eébé?t that the emphasis on standardized

teatlng causés them to teach tes ted knowtedge at the expense of untested

kﬁéﬁiéaéé ‘and to-teach skills as they are to be tested rather than as

they are used in the real world: - _

1 spend more time tthinw rather than teaching. it has

eliminated time to do some of what a lot of teacherS\feel are
frills. I do Iess science. I have always been very strong on

scierice but ycu have got to meet the standards of those tests
ba51cally in math, readlng and language arts.

*'We've been more or less pressured from the top down, starting \\\\\\

with the superlntendent and koePViSOPS and prlnc1pals.

Therefore you teach to the test: You need to teach format of

tests sc that tnev querstand the kind of test that they are

gong to take. You teach sim 1ar types of problems that they

are going to be faced with. There usually is a difrerence

between the way it is taught in the classrcom and the way it's

tested. on tne test 1=‘c:>r‘ instance, in soelilng youtre taught

to spell a ﬁo.d cu;rcuui,. The ;é;;f¢g a preefrcading test.

You find ths word ‘that is spelled wrong, or you look at a
) ‘ y
] . . . ) -

- 20




C ' - i2=

group of words and 1ndlcate that there are none wrong. This
is not thé normal way of tedchln" in ﬁj classrocm unyway, nor
most others eitncr. When you're takang about spellxzng it's a

‘dliilcuit thing because ir you take the s»andardlzed tests you

don't have oomconn ng1ng a word for them to spell correetly.
They ' ve got to pick it out:

I've changed my teaching behavior. . . . I do not use as ﬁan/

essay tests as I did before, because I try to give them thng

which theoy are 2pt to meet on standardized tests. I feel that
B it is hurting the children; rather ghan helping them becausc
they don't have to write their own sentences.
For these teachers, the nsed to ensurc that their students perrorn well
— oii the tests has meant de-emphasizing other important types of learning.
- One reports that she cannot spend time teaching science; another reports
that she cannot spend time teaching writing skiiis; a third reports that

have found increases in sihaéﬁiéi basic reading and mathematics scores
counterbalanced by declines in science, writing, matnematical problem-
solving and analytical reading. [23 A number of experts blzame the
-emphasis on basic skills testing for these declines, noting that "a
singile-minded dedication to.one goal--high Scores on tests of minimal

skill="{3] has changed what schools and teachers embhééiié; "What can

[2] National Assessment of Educational Progress; Heaeiaﬁ, 4hipkang

and Hritine: Results frem the 1079-80 Fationzl Assessment of Reading

and Literature. Denver: NA “P 1861; National Assessment of Educational

Progress, Cnzngcs in Mathematieal Achievencnt, 1073=78. Dzaver: uABP,

1979; liational Pe“earch7§99§c;; The S*Q%ere%rSchcol Science,

Washingten, D. C.: Commission on human Resources; 1979 _
[3] "Expércts Ling Low Test Scores to Back-to-Bazics," Eéaea%lea

Daiiy, Octoher 24, 1679, p. 2.

21



- 13 -

be most easiiy tested and taught are now the teaching objectives in many
schiools, " observed the National Councii of Teachers of Hatnematics
pﬁésiéént in hearings before ttie House Subcommittee on Elementary,
Secondary; and Vocational. education.[4]

i rocent Commerce Department study from the Office of Procuctivity, .
Tochnology, and Innovation goes further in claiming that innovatron and
creativity are teing squelched by “the basic educitional philosophy"
which is better Mat preserving convention than sparking invention,
deveoioping logical than conventicnal th;nking; promoting risk aversion
rather than acceptance of change:"[5] Learning theorists have.likewise
claimed that teaching children to produce correct answers on basic tests
of reading and aritnmetic skills does mot teach them to read or soive
probiéms analytically. Indeed; some argue, persuasively that Fest-based
instructional strategies afé'ccunterproductive to the acquisition of

practical knowzedge [6]

Many teacher‘u observe that when they are pressured to teﬂch-to—
the~test; scores in the tested areas increase, buttotnerrtypes of

learning sufter. The morc tightly tests are coupled to instruction; the

more teachers resist the use of tests. Tight coupling of tests and

i .
teaching can ocour eithier because of pressures to ensure that students

~

[4] Ibid.

5] Oftice of PPOOUbthlty, Technoioﬂ“ and Innovation, Lea ne
Environnents fer I ition, Washington, DiCi: U:S. Department of
Coumerce; 1980, pp. 23-24.

[6] See; for example; Anne M. Bussis, "Burn it at the Casket:

Research Feadlrg Tnstruct*on, and Children! s Learnlnp of the First R "
PHi Delta Kappen, Decembter 1982; pps 237-241 Constznce Xamiz,

"Encouraging Thinking 1r Mathematics, " Phi Dhita ¥apran, Decencer 1982,
pp: 247-251. :
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make a "good showing" or because the curriculun is designed to enforce

teaching-testing seguence for every skill area.
- dany te“chers find the practice of gearing instruction to

qtardardxzed tests te be educatlonaliv urisound and professionally

tncthical. Thoy describe how pressures }o teach to the test occur:
The pr:nc1pa1 made thc tﬂaohers taae [the ueut] and row riié it

have, bucause he saxd he wantcd the Chldrbh 0 be ure they
knew how to tzke the test. . . . Two teachers didn't do it; so

he told them he was gowng to write them up and he said it
would o in their personneél file.. le wouldn't lct tﬁcm see a
coyy of it, and they called in the local teachers’ ssociation
about it.

'
Within a time frame of a couple of weeks before tne
standardxzcd teats are glven, we have booklets We are to

it with them.r That ta?es'tinﬁ and cncrgy out. That's what we
are suppored to te doing. You can teil from my attizude that -
I don't. particuxarly agree with *t but that is what we ara
supposed to be d01ng. o -

: ' J

W111 do well. Our admin*straulon says abso*uteiy tests wiiL

beiieve that because tney put in the newspapers the soores of

different schools. A realtor in my community even showed me

the test scores. . ; . When parents come in; the realtor s %?ﬁk
them the test scores of ditiurent schiools when tncy want

buy a bouse in that community. . . . So those scores are vcd

in all sorts of ways they were never 1ntended to be used,

Iy

Schools are very reéceptive to parents and so when parents

demand, ‘% want rmy son or daLrnter to do good on this test;'

you have to umeect thiose needs. I thaink “omp schoolqiare very
structured for thése tésts and_they spena a lot of time
worPIng on the tests tecause tnat's the measure of
zchievement.” “You'd be foolish if you didn®t. » -

~
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Yeachers talk about rot getting to something becanse they had
to deal wlth what is rOtﬂg to be on the test.: They do sperid a
lot of tnrc tEdLblng what is goxng to be on the test. I
gertainly think that iv is a prabiem and yct tas school
system is a school system that has built a ot of little -

altars to those stanines and Lhose standardlzed tests:

Someé it has put a preat deal of pressure on because I don't
think they are that confident about what tncy gre teaching so

they reaiiy teach to the te%t. There are others who have Leen
1nfvr14ted by it becsuse they are forecad to do. uometnzﬂw that

_they . eon‘t parC1@uiariy te ileve in. HMany teachiers do not like
standardized tects atv all and reszent givirg them to their

students. I €hink it's a pretty weil accepted idea that

standarcized tests are certainly difrerent Irom tests given in

most elassrooms. You are more or 1lEss forced to tedch the
format of the test or you ‘come up sho:lng that your students
- haven't learned what you realty feel they have lcarned.

I think it is frustrating a lot of Eteachers] because it does

llmlt wxat _you can do and how you ggfgeally 1nteract w1tn the
kids, It limits your time. Your attention is shitting from
the student to "yill He pass this test?" Or how many wili

pass Ehis test? Will a majority pass the Lest’, What happens

if they don't? How will this aft'ect &y job if they don't?

‘That kinud of thing. . . . It's just one more nail in the
cofrin. It's driving a lot of wouid be good teachers out of
the profession.

Why do teachers feel that teaching to the test is undesirabie?

teaching; as tnough teachlng for the test is not really teachlng, and
dnother type cf 1nstruct10n is what tney ouEht to be engaged in: Whiie
many school board members and ééiziihiéti*atbr‘s é'p'pér'eni:iy believe that
teachers' resistance to testing is based on ééééﬁatabiiity avoidarnce,[7]

teachers descraibe other motivations for their views:

[7] Herbert C. Rudman, "The Standardized ‘Test Flap,z Pha Delta
Kappan, Noveaber 1977, Pp.s179-185, 184:

1
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The stronnaut rééctlons to testing are in response to ccmpetency- . Y

-

based 1notructxonai approacbes that tightly couple instriction to
téstihg by requiring students to pass a test for each discrete Skill
beforc progressing to the next. Some teachers say that chitdren who can

perforu practical tasks in the classroom cannot do ©o in the form

required by the tes ts; others say that tests don't measure important

areas of iéarning. Many worry that the type of~ thInVIng encouraned by
test-based instruction is not conducive to Stimulating irterest and

creativity. -

I‘ve just found that I nesd to glve more tests,,to teach

certaln thlrgs that witt probably bz on a test [rather] than

branching oft into a variety of difrerent ar=a> that may

interest the students more. But you know what's going to be
on the test; you knou certain thlﬂgo that they have to have so
you have to limit that. And I feel that often that stities
‘the kids'! c"eatlvlty tecause there 1s only one angwer—~oniy

: one rIght answer. VWhereas the way the kid thinks, there nay

be more than one rxght answer.

-

i e : S T - =
‘ The only problem with that is the fact that it tends to stitle

a lot of creativity by the student. If it [testing] is used

but creat1V1ty is aiiowed to flourish under it; then I think
it can be good.

\

It just seems deadly. It seems like a real end to all growth

and developﬁent. I mezn would we have electric lights? What
if somebocdy hadn't saxid you should learn how to do this?
Woiild we have new 1nventloﬁs° Would there be . anybody c01nﬂ

oft in different directions? Wouldn't we end everytn:ng if

we progracmed "this *s what vou are going to learn," who would

go beyond that? No, I just think that would be deddly.

¢
I
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'In thc flrst piace, I don't know who is 301ng to say What -

everybody needs 1n\order to functlcn in ooelety—~}o that is
going to be the-hardest part: to set the objectives that they
are goxng to have to know. But even if you did that, you are

"~ goling to end up wxbh just a mold of one kind' of person. You
are going to end up with a whole population of the same little
mold and-I don'l think that that's what democracy. is all

about. I think it means to be an Ind]VIdn’l

‘Vhether thnese long-range fears are justified or not, inflexible
implementation of test<baced instructional strategiés has visible short-
term consequences.

Teachers who have worked in schools that pse a competency-Based
| O S S S
curriculun often find its immediate effects troubling. One of our
districts had implemented a mathematics curriculum that required

computer-administered tests .of <ach skill Béécre’a chiid could progress

to the next. Teachers found the approach limiting for botn slower

students and faster students: .
: -

I have P;ds that are stuck at like level G ( which is third

gracde) and they ca n'* progress kntil they can do those blocks

[subtraction with cuisinaire rods] . . . They can do it on
- paper, but they can't pass it on the computer which would

finish out that area. . ) L -

I have sorne chlldren who still are on that same 1evel ‘that . .. -+ — "~

they started on in September. &nd if they try three times

then that's it. After the. thir d ‘tipe you're not supposedrto

frustrate them so now ‘they* re stuck in that category and they.

won't be able to-get out. . . : They've tried three. times.
Now they've had a couple of cases where they've said some
children have had_ particular difriculty [so] they'd give them’

something else. But they trled three tlmes and, so tnay can' t

progress in tnat one category
If a student could not pass the test in a category; the student could

fot be taught anything else in tnat category. Testing thus prevented
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both teaching and learning. Students who could pass the tests created

another problem: ¢

Al

‘ 'Wnat uney nave done is uha they have put down every cbjective

that. they want every chlld to learn from kindergarten through

v eighth grade. There are volumcs of objectives--absotute

volumes of ObJeCu;VCo. Each, ‘enild has’ 10 LEss the obgectlve

at thls 3;e:fve’r before he can pacs the rext objective. ~So when

‘I telL you that I spand absolute hours testing these kids, 1

really feel 11Pe I have lost a lot of the math teaching tire.

I had the brizght kids in the matn--the top fitth and sikth

graders in math. I was at thne top so I had to get cone

[testing] everythlnb that they vere supposed to have passed.

As the system operates now; I would throw it out. & . . for

[the concept of] capacxty, for measuring lengths and for i
‘weights and measurcs, what tncy reeiiy tes ed was whether or .
not a kid unders;ood the decamal system: . . . It is expensive

8 . and their study shows that it makes no. apprec1ab1e dlfrerence

< Well, if it taxe° that much time and takes that much money and

makes no dlfterence, then I say throw it out.
_ : \

ﬁhbthérvdistaict had begun to iaﬁiéﬁéat a competency-baséd
curriculus for most subjects. - In some Schools, the use of the
.curricuium was not rigorously éﬁfbfééd.j Teachers ﬁhG‘EOUid choose to
ignoré it oftén did. Ih 6thé?é; textbooks znd ﬁaééfiais to accompany

the curriculum were absent. Thosé who had attempted to Implement CBC

3
s

had mixed reactions:

What I have dons is gone tnrough the manual, twice; just to
see what I could do with it. . . .Thére were a lot of eyamples

that I couldn't use in my class because of thelr learning

levels. Some I found here too hard. Others I found were

boring--not ‘useful, really. In other words, I feit that I

could do something tetter . . .. that would get over better:

Sometimes I would say well, this is set up for an ideal élééé

but it doesn't ali work 1n the real world..

e
N

One teacher who did not f;nd CBC usetul for her own teaching nonetheless
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Let ne mentlon Lnxs about €3€. I don't want you to think I'n
totally against it, I'o ngt.» For a beginning teacher and for

many teachers who really are not d01ng what tney are supposed
to be doing; CBC is very good. Because it says what you.
should be teaching thus and so. If you're not, then you're._
shortchanging the ndu .80 I am not: totally against CBC. I

don't think it gives you cnough flexibility.  But I think it

is good for 2 person Ju starting out, I think it is good for

people who are not don tLesr jobs. But I think it should
have more teacher 1nput.

Another thou*ht that the efrort to estabxish a commorn currlcul ) was

-

I have no objcction to some kind of definition of goals. . . .

You know, one can go too far in the other extreme if you have
no commonallty, then you have chaos. In sope ways. it is not
very politically or socially responsible to allow that to _
happen. . . : So I have no obJectlon to some enunciation of .
godls or obJectzves. e e But to assume that peorle are going

to learn or that the g)als are going to be accomplzshed if all

of us adopt these particular technlques and these part*culcr

structures to me seems to be absolute idioey. . . . If one has
the notion that education ;s about learning pieces of

know1edge or specific things to do in specific situations; 1f

that is what ore tninPs educacion is; then education is headed

for the down hill qllde raLher quﬂc?IV’ Whereas 11 you

develop . . . some kind of system where students vere
encouraged to think on their own or to anaiyze a situatlon or
to develop tne alternatives, one would be much tétter off than

trying to say, 'In this situation one coes this or whatever.'

For a lot of the very technlcal klnas of thlng>, if one

doesn't understand it, one can always loc? it cp somewhere:

. So; the point becomes. how does one evpress oneself, how does
one wri.:z as opposed to knowing exactly how a gcrund is used.

In schools where CBC is rigorously enforced; teachers feel torn between
satisfying bureaucratic requirements and meeting the needs of their

students:

You're given a guideline and each day when the student comes

to class you're supposed tv have on thc board behavioral
obgcctxveo for the day ‘and a list of 1nstruct10nal aids ana

what have you.: You're supposed to accomplish a, b, C,

whatever; in that day. The adairistrotors ccuc in and they
N ’
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evaluate it haphazardly. They check to scc are your gozls up;
do you meet tnese goals this day, durirg this class veriod?
That's roally unrealistic because it depends on the ciass. It
depends on how prepared the students come to class. If they
come prepared with what you gave them the day before; and you
can click it oft one, two, three-=rine. But if they haven't,
man, you hae to go over thie material from the day before: &

Theri you have to structure what you want to do today and you
may be way oft from whit your geal is. It just rakes it lkind
of rigid. . . . A kid might have a question tnat is off the
track: Lo you say; 'Well; no; I can't arsyer that question
right now because I pave these goals that I'm supposed to
meet, and I just con't have thc time?' You have to dezl with
what they want to know when they want ot knew it or you're
going to lose their interest. But it your evaluator comes in
and you have 'heredity' on the toard but you're taiking about
ecology or evotution or scmething, well then they're going to
fiark you down, bccause you're not doing what you have on the
board. '

Some fecl that their most valuable resources--teaching time and the

=)
ability to capitalize on chiidren's interest in learning--are dim:nished
by rigid curricular and recordkeeping requirements:

So much of the teacher's time is spent in things otner than

teaching: record keeping; the rigid curriculun guide, the pre-

and post-testing . . . and the massive record system to keep
tiny littlse bits of it: when it is presented; wien it is

mastered, when it is re-taught ana reinforced and post-tested.
It is just mamroth. A great deal of time and erergy is spent

with these sort of things and it limits sometimes taking off
on a tangent of the interest of the children becausc you have
_a guide that isn't in that dircction. You have to meet that

guide because you know the children are going to have to take
a test: You may really get into something that you don't want
- to leave, [but] you won't come back to that thing because tne

schedule demands x number of minutes for this and that: You
can't always teach an integrated core. I like a core

curriculunm where you can really integrate everything into it:
I think it has more meaning to kids: I have only been able to
do that one year. I had to have, special permission and that

was the best yecar I ever had.

In sum, efforts to improve education by setting standards for

students have various efrects at the classroom level. Sometimes

Q | ‘ ;?fj
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the curriculum that would otherwise be overlooked. At the saoe time,

policy téq&s that try to closely link these yardsticks to the teaching-

learning process can have dysfunctional consequences when otner valuable
objecti"fs are abandoned in favor of those that are measured.
In /the policies we have examined above, teachers reported probiems

!
1

of meané_enaé disjuncture, of irability to reconcile diverse educationzl
goals, ;édd of fzulty implementation of policies. - In general; théir

observation° sten from the dlf;lculty in adapting unifora educa*monai

|
7
épbbégéﬁéé éﬁéﬁé& by standard psrformance meéasures to tne perceived

hééds of their clients. At the same time; many acknowledged the

userhiness of the policies in providing a conmion direction or preventing

abuse of discrction on the part of those less competént or committed

‘thdn tney.
e . o o ) o
/| This situation typitries the classic dilemma of the strecet-level

bdrcaucracy deseribzad by Michacl Lipsky: - Street-level bureaucrats must
be simultanecusly accountable to their clients ana the public agency
they represent: - : .

A The ossence of street-level bureaucra01es is that tneyinguire
’ pegg%e fo make decisions about other. people. Street—lﬁvel
bureaucrats have discretion because the nature of service

t

/ provision ca11s7fo;7pgmggrgudgment that cannot be programred
i and for Whlch machines cannot substitute. Street-level

4 -

burcaucrats have "espons1b11ity for makxng unique and fully

i

{
appropriate responses to indiv1dual clients and tgg;v
situaclono. « o e Thesa cons1derat10ns cannot bﬂ senﬁibiy

is on behal‘ of their agencies that street—level bureaucrats

are accountable to clients. It is a contradiction in terms to
say that the worker shculd be accountable to each client in
the fashion aonropriatc to ;ﬁé pbe°cntxng case. For no

agency does not know what

responsec it pruieru, and it cannot assert a pre‘erred response

if each worker shculd be open to the. possibility that unigue

and fresh respenses. are approrriate.{d]
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siubvert service guality by reducing workers' accountzbiity to clients

and to professional standards of conduct. This can occur, he points °

services by de:emphasiiing areas that are not the tocus of perrormance
measures. Teaching for .the test can mean teaching narrowly defined
skills rathér than concepts and bﬁaétiéai applications; it can also mean
teaching decoding and computing instead of writing and science;
for indepth inquiry. Decreased service quality can also_occur when
procedural constraints result in inappropriate treatment of clients:.
Teaching all Students in a standard fashion msy mean that some with
different needs or learning styles will not be appropriately taught.
Teachers are in an awkward position when they perceive problems
wita accountability standards. They féébgﬁiZE;fhét some ford of
accountability is necessary, that without specification of g¢ais and/cr
prbééssés, a common eduvational experience may not cccur: Perrormance

foals and measures may be necessary to ensure that everyone is doing his

or her job in a manner that is responsive to the pudlic mandate. But
when standardization constrains the teacher's efforts to meet the needs
of some clients; or when accountability tools take time away from real

 [8] Michael Lipsky, Street-Legel Bureaucracy, NY: Russell Sage
Feundation, 1930, pp. 161-152. =
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‘et the acministration to léave us alone and let
be able to. How of course I guess not all

If we could
us teach we't 7

teachers would teach if they were left alone. Because you
heéar the -Stories of the teactier sitting at his desk with his
feet up reading his newspaper and the kids aren't doimg
anything. But I guess basically it they'd let us teach, we
could: We spend I would say:-probably a good 30 percent or
more of cur tite doing paperwork. £ pood percentage of that
compléteiy unnccessary and ancther percentage is something
that could be done by a teacher's aide or secretary. Time

Papérwork, of course, is the means by which otners in the school
hierarchy keep tabs on what is happening in the classroom. This teacher
implicitly recognizes that reports of attendance; test scores, and -
teaching objectives are mééht-fb ensure that teachers are teaching and

conception of his job is client-oriented. His argument suggests that if
teachers could be trusted to teach, the need for bureaucratic controls;
would diminish.

One resolution of the dual accountability dilemma is to easure
designed to prevent intompetence. Although policymakers do mot always

regard standards for students and standards for teachers as substitutes

quality of teachers.
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ST “D:’-H‘LBS—FGR “TEACHERS

rtification

Competency-based Teache:

* ver the iz - decade, the idecas of compétency-based teacher
education and teacher éé?fifiééfiéﬁ have been advanééi as a way to
Upgrade treining For and Sélection into teachlvg Alfﬁéﬁéﬁ full-fledged
prototypes have yet to be developed— the ideas have been ezbodied in
legislation in some states. While iany teachers in our sample did not
have direct experience with CBTE, they did have opinions about it. &
definition of CBTE was contained in our question to them: "All the
knowledge, skills and beiaviors which they [schools of educatzon] think

a teacher must use are specified, and the prospective teachers must

demonstrate them in order to pass.® Of teachers in the sample, 21

percent favored the idea, 35 percent favored the idea in principle but
qualified their support or voiced skepticism about its feasibility, and

41 percent opposed the idea: Those who were dlready familiar with the

idea tended to oppose it.
Those who Favored CBIE tended to interpret the definition as

meaning good practice:

I don't see anything wrong with it. If these are ﬁfétt§ much
the things you need to know to §o into teachlng, it's better

to know before you start the things you are strong in and the

things you rlght need improvement in. And I guess that you . Tk

might start out with better teachers. If you start out with

that, it mlght deluy your empioyAent for a year or something

I guéss that would be the only drawback. You might not get a
chance to gc ahéad and start. But it might satisfy the o
community and the-parents a lot wore and then you wouldn't get

ali the fiack that you get about public sclicols.

Those who gave the idea qualiried support tended to adopt a wait-and-

sce attitude:

33
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I think it may te very helpful. I con't know, they didn't
have anything like that when I was there. As I said, when I

ant 1ntc “hc ClaSSPOOm, i WEﬁ“ln cold So maybe thls woa1d

and lettlng t“em teach aybe by 1denr1fy1ng these *nlnga,

you have to show what they are and how to do them. So maybe
that wiii cover thc sarme thing that I was talhlna about. Is

doesn't sound tike z bad 1dﬂa, hut =so many sound so good and
cone out so bad vhen they get into the classroom. I'd like to

see how it “worrked, and if it werked fire.

Of those who opposed CBTE; some did S0 bscausé they doubted that the

skills could be compiled:

Well; I thinlk 1f anybocy could write down all of the things to
set up any kind of program like that, I would llke to meet the
person; I would thirk that it would be absolutely 1m90551b1e
to set down in scme kind of curricutum all the things a
tedcher had to be able to do to be competent. That would be
just Such a mammoth job. Maybe it would be possible but to

test somebody en all the thlnps that you need to be abie to do
: ;': I just don! t see how it would be possible.

Others iho opposed the idea did so because of the standardization of

teaching impliéd:

I think that it is absoiuteiy ridiculous. I don't think that

i ' & you can mold teachers into . . . It is not an area of skill

like learning how to tise & power saw. There is a difference

between manual skills and working with people, and I don't
think that yon can mandate how a person is going to Work W1th

somcbody and have it come out with a hundred people doing it
21l the same way.

One teacher had actually experienced competency-based teacher education.

That teacher's observations are particutarly telling:

I em lau?hlng because I went throiigh something like that and
this is the perfect ezample of what happened . . . we were

trying to program to do this. It was supposed to be set up on

a computer . . . this big design. You do the tning and they

test you on it. Put it in the computer and you get the
freedrtack. The orly»"ruhl"~ vas that thc; nzver got it to the
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computer to get the feedback on it: So, I have never seen one
Work. I don't know what compateﬁcy -based teaching is. I don't
even krow what they are talking about: You taiked about

whether teaching was an art or a Sﬂlcnce--ln its true form, I

think it is an art. You have so mary variables to cdeal with
at any given tlme.i Which variables are going to be mosu ]
significant in a particular setting; the cornditions change. .-

When you do these kinds of ‘hines as far as vh110°ophj o;
teaching; they @re so_narrcy tocauze they want to measur
sowethirg speeific. But himan bzings don't dzal mith proo?ems

that way. Human belngs don't thlnkrllnnar, 51nglc *hrugrts.

find s0 what are you doxrg° You're tal¥ing about, 'did this

person do this at this tiue in a given situation?' £nd it is a

very 11m1t1ng kind of bae;g. Certainly; there is a place for

that kind of instruectional level in any kind of educatioral

situation whether the studedts or the teachers are involved.

But you have to recognize that that is a rather limited form.

And 1 think that's probabdbly the biggest failing with that :

. to say that it coveﬁs evcrythlng wvnen it doesn't, in cffecc,

do that. I can give you & perfect ex«mple-—an audio visual

course that I tool: once. You can learn step one; two,; three .

. « how to operate the proaector and you can do a éompetency

test and that's great. But that is not going to tell you how

to give instructxon WIth a film to a class of kids on a given
topic. -

In general; téachers' opinions of CBTE reflect the view that just
as teaching itselr is not a simple act easily reduceable to discrete
5kills or behaviors, iearniﬁg to teach is also more complicated than

demonstrating easily measurable competen01es on discrete tasks.

Competency-based teacher certification is~basea on a view of teaéﬁiﬁg-

that assumes the vnlidity, stability, and generalizability of efiectlve

teaching behaviors. Teachers tend to see teaching as a context-spe01flc

activity that cannot be easily prescribed because appropriate teaching

behaviors vary from one student or classroom to the next.

Research o teaching reinforces this conception of tcaching work.
Some efforts to iink Spééifié‘ﬁéééﬁér ch;ractériétiés or teaching
BéHéVidré to student outcomes have sought context-free generalizations

Cal

aboit whal constitutes eftective teaching. Although this Iine of
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2; 1980; ppa 273-291.\

research strongly Suggests that what teschers do in the classroom does
affect students, claims that discrete sets of bshaviors consistently
lead to increased student performance[9] have been undermined by
inconsistent and often contradiékééi findings.[10] The most extensive

process-product study of teacher Gffectiveness, the Beginning Teacher

effectiveress to precise, unlform teacher behaviors. After that
monumental effort, "(t)he researchers . . . concluded that linging
precise and spe01flc teacher behavicr to precise and specific learning
of pupils (the original goal of the inquiry) is not possible at this
timé. . . . These rindings suggest that the legal requirement for g
license probably cannot be well stated in precise behavioral terms: [11]
At best; the teaching performances advanced as having consiseéntiy
positive erfects on student achievement are relatively broad constructs
rather than discrote; specific actions of teachers. As-Centra and

Potter[12] note, of ten-cited varIabies such as clarity; Vaiiébiiity,

[93 B. Rooenshlne and N. Furst, "Researcb on Teacher ?eg{ormance
Grlteria,“ in B. O. Smith (ed ), Research in Te?cher Echﬁt1qn ﬁ

Szmpoquﬂ, Prentice-Hall, Englewood Cliffs, N.J. ’ 1971, J. A: Stalllnws,

"How Inotructlonai Frocesses Peiate to Child Outcomes," in G. D: Borich

(&d. ), The fnrralsal of Teachine: Concepts and Process; Addlgon-Wesley,

Reading; MA 1977; D. M. Medley, "The Effectiveness_of Teacners,“ ig P.

L:; Peterson and.H. J. Walberg (eds.), Research on Teaching, McCutchan,
\Ber?eiey, €s; 1979. -
o [10] W, Doyle, "Paradigms for Research on Teacher Effectiveness;
in té S. Shulman (ed:), Review of Research in Education, ¥el. 5, F. E.
Peacogk, Itaseca, IL, 1978; M. J. Dunkin and B: J. Biddle; The Study of

$e4ehih%, Holt, Rinehart & Wlnston,rwl, 1974; R: Shavelson and N.
Dempsey-htwood, "Generalizability of' Measures of Teacher Behavior;"
Review of\quuavlorak Researen, Vol. 16, 1976 pp. 553-612.

Vol. 9, No. 1, 1979; see also F. J.

McDonaLd dnd & Erxecutive Spm~an1 Reporty: Besinning Tescher o

Evaluation Study, Ehgsg 1I, Educational Testing Service,; Frinceton; NJ,

1976. .
[12] J. &. antra and D. A. Potter, "Schooil and Teacher Effects:

An Interrelational Model," Review of Fduecational Re»earcn, Vol 50; No:

ko
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enthusiasm, task=orierntation, use of student ideas; and questioningfi3]
are unéoubtédiy izportant, "but rew of them could be usefully conSideyéd
‘basic teaching tasks.'"[14]

Furthermcre, subsequent research on these varizbles has found that
the effeéctiveéncss of particular teacher behaviors often depends on the
teaching context. Effective teachiig behaviors have been found o vary
for students of c¢ifferent socioeconomic; mental; and psyéhdlbgiéai
" characteristics.[i5] and for different grade levels and subject
arcas.[16] Somé teéaching benaviors exhibit a aistinctii curvilinear
reiation to achievement: That is; a behavior that is effective when
USéﬁ in moderaticn can produce Significant and negative results when
used too much[17; oF--as others have found--when applied in the wrong

circumstances:[1€] This kind of siﬁaihgiéisé makes it difficult to

[13] Roserishine and Furst, op. cit.
£14] Centra znd Potter,-op. 01t., p 282.

Hethoos: ﬁ P*ﬁﬂ**ﬂ: for Pcceﬁﬁch on tnET?fgglonJ; irv1ngton, New York;
1977; J. E. EBEro

+ and C, Evertson, Frocess-Product Correlztions in the

Ll

Texas Teacher Effsotaveress Study: Flnnl PGDOPu, Research ana
Development Cernter for Teacner Educaticen, Austin, Texas, 1973, and J. E.
Brophy and C. Evertson; “Teacher Behavior and Student Learning in Second
and Third Grades;™ in G. D; Borich (ed.), TheAﬁaaﬁa ﬁH:g£4¥eaehiﬁF

Concepts &nd Prozess, Addzson-wesiey, Reading, i 1977.

[16] MeDorz.2 and ‘Elias, op. cit.; N. L. Gage, The Scientific Basis

of the Art of Tziching, NY: Teachers College Press, 1978.
[174 K. Petsrson and D. Kauchak, Tezacher Evaluatjon: DPerszpectives,

Practices and Fro=isas, Cénter for Educatioral Practice, Univevsity of

Utah,; "Salt Lake Ci:zy; 1982; R. S. Soar; FPelleir Throvsh €= ‘ﬁfﬁﬁa Process

Measurcment and -n*zi Grouth, Institute ror Development of Hum

Resources, Collezs of Education; University of Florida, GaxneSVIiie,
1972, B

~ _[18] Sce, e.z., McDonald and Elizs, op. cit:; H. Coker; D:. Medley;
and R. Soar, "Acw Valid Are Eypert Opionions About, Effective Teachlnge"

Phi D&lia Fappen. 1980; pp. 131-149.
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e s develop rules for téééﬁiﬁé behaviors that can be gencrally applied.

The conversibn of teacher erfects research findings to rules for
teacher EéﬁéViéﬁ is a cornerstorie of many competency-based teacher
education and cortification models. These models implicitly zssume that
the rules are generalizable because student outcomes are deternined
primarily by particular uhifC?m_téééﬁiﬁg behaviors. By impiicationirﬁhé

models assume cither that other conLevtual 1nf1ﬁénééé on student

butcdmés are relatively uniumportant, or that thess other influences do
not caii for different teaching behaviors in order tor teachinz to be

effcctive. But, taken as a wnole; research on teacher effectiveness

lends more support to a context-specific view of appropriate teacher /

bekavior in which judgment plays a large role than to a view waich

presuzes that specific tééchihé Eééﬁﬁidﬁéé or behaviers éah be iniformly

’ |

" applied:. Based on their nany Jear§ of research on teachlng, Brophy an
Evertson describe the teaching act as an 1ntéréct1vé, highly judgmentdl

process:

[Elffective teaching réquires the ability to implement a very
1arge number of diagnostic; instructional, managerial, and
therapeutlc SAlllS? talior*ng behavior in specific contexts

and situations to the specific needs of the mcment. Effective .
‘teachers not only must be able to do a large number of things;
they alco rust be able to recognize which of the many things

they know how to do applies at a given. moment and be able to

follow through by perforaing the bchavior erfectively. [19]

Teachers' skepticism about competency-based teacher education

results trom their teeling that the most meaning;ul aspect of teaching==

the abillty to make appropriate Judgnents about what to do in apeciflc

[19] 3. F Qhon%v cﬁd C. M, fﬂrt*on, %fM%"u$ﬁ 9%@* »”échigg: 3
Developmental Farspective. Boston: Allyn and Bacon, 1976, p. 139.
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and i..asurable behaviors: Their intuitions are supported by research on

teacher etfectivensss . P o
While only a few states have attempted to institute eiaboraté ‘

systems of cormpeteney- -based teacher cducation or certI;lcatloﬁ, a ﬂuéh

larger ﬁumbér have attemptéd to upgradé teacher qualitygpy requiring

paper and pencil compstency tests for tcacher certification.

1

.  Testins_for Certifieation. ' ; 5

Testing of a potentlal teacher s knowledge of subgcct matter and

pedagogy as a ééﬁaitiaﬁ for certification is a reéeﬁt state initiative.

Technlcally, it is easy to’devise a test of subJect matter; it is more

difficult to dev1se a test of pedagogy Nonetheless, the 1mpos1tion<of

such a test 1s far less expensive than competency- based certlflcation.
N-

.

'-At léaSt 16 sStates have enacted laws cr rules requiring standardized

tests as a means to raise the standards for entry to teaching. Téééﬁé?s; PR
& ¢

are d1V1ded in théir views amout the usefulness of competency tests for

certificatiorn. In the 1979*N urvey; 41 percent of teachers favored

v

statewide tests for certifidation. In our saiiplg of teachers, 33

m_,,‘

percent ravor the idea; 29 percent favor the idea With quzlifications;
and 38 percent oppose the idea.

Those who supported the idéa felt that the test would screen out.

those who were not weli-prepared and would help to creute the image of a
- protession:

or ability to start teachxng : : X know in other

professions, for example, 1awyers have to take a test; doctors

have to take tests, Otrer :“O*O““lﬁ“11 peﬂp‘e do, o nerhaps

ttachcrs, to bu consxdcred in full rlc'ts by nany OLHLF people
- who are protessionals; as proieosionals, maybe that is a thing

we necd to institute.

RO
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Many who gave the idea of the test qualified sipport did so because they
believe that @ test of subject matter is both reasible and desirable,
but they are skeptical of tests of pedagoay:.

I certalnlv think that if you are going tO\fgegﬁigLsubjéét;»
you -ougnt to te able to péss tne kavlc rcqumrcceqts. sk i”3§Wk—
fur as the phllOuopuy and cvcrvth na, I con’& think that being

1

A lot ot the thlnrs that Indlcate a good teackér are not .

[susceptible to] stancardized uesclng. : + « I feel again that

it is easy for a person to play o geme with standardized tests L
and come up with a good score. It is easy to. say on paper ™~

vhat you mlgnt do and in fact you von't.

1uose who opposed the test do not beiieve that a paper and pencil test

\;. . &

I think the prooi of the puddlnv is seeing what the teacher is
doing, observing the teacher and seeing. what the children are

- learning-:

(7.

ﬁ?éﬁé?étiéﬁ tor the test.

There agdain you gﬁt to a situation where teacher institutions
; are going to train Lhejr teacners to meet those competency
standards and that's it. They will feel like they have done
thetr job if they have done that.f There is too much of that

that goes on as 1t’is. There is far too much teaching of * * : /
those minimum standards in colleges and universities to S o
teachers r;ght Now . And I would nate to.see it become /

dignified through state law.

wiil teach. Mapy teachers see 'such a requlrement as a prereqnisite if .

D e —

nct a guarartec of good eia 5 SI°00Mm performancenv Hoaever, substantial L

‘ |
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test of pédagogy. For many of the same reasons that they doubt the

usefulness of a competcncy baocd approach to teacher educatlon, teachers

doubt the vaizdxty ‘of a paper-and-pencil test of pedagoglcal kriowledge.

| Testing for Recertification

Most teachers in our zauple ééo percent) oppose the use of tests

for Pecertlfylrg teactiers cvery few years: Gﬁﬁééifiéﬁ to testing for

recertification is stronger than that to testing for certification

primarily because a practieing teacher has a tvack record which can be
examined; a test 1s seen as largely unrelated to performance in the

classroon.
' '

Those who Support the idea of testing for recertifivatidn see it as

a mechanism to ensure thzt teachers remain current in their teaching

rierd: 2’

4

vI than this is good e»pec:aliy in *helr major field. It

keeps. them abrsast of the new currents, the current trends:

it keeps thém abreast not only ifi the current trends bat it

h?;ps them individuvally. Teaching is a growing process just
Yike learning is a growing process.

) Some whno gave the idea gualified support distinguished between a test of -

subject mattér and a mechanism to 2ssess pedagogical skiil: .

If you have st*yed in the tleld and haven't kept up; somethlng

is wrong. As long as it is testing what 1§7needed to be.
tested, i.e.; beinz tested on the level that you are teaching:
. . . I think thé wééding out should be done more by
administrative observation in some way rather than continued

pedzgogical testing. -

Thosé who opposed the idea stressed the importance of assessing

. ciassroc: performance:
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on that . . . as my background Béiﬁérin goonoqxcs . . . the
way of testlnb output is to find out how many barrels go
through the machine You can't do that very well in a

classroom. That is what you want, but I don't’ Vnow how you g0

about getting it. Testing a teacher because of his Pnowledge

in math and bccause of what he knows about how to teach, is

not going to cusure that ke is a good teacher at all.

1 dlstinculuh between understanding and performance. What you
know, I think, can be tested in a standardizea way. Vhat you
c¢an do has to be evaluated personally.

(
is oﬁ apt one. Although these tests are meant to screen out 1ncompetent
téééﬁé?é; étuai’s have not found any con31stent relationship between
scores on teacher competency téé%é_éﬁa measures of teacher performance
" in the classroom:[20] This sﬁcuiavnot be too surprising since the act of
test=taking is qaimf@ﬁt from the act of teaching. "Krowing" the
answer to a question that asks for a definition of 2 ﬁé&ééééiéé% .
principle does not necessarily mean that one knows how or wnen to apply
that principle in the classroom in.the midst of competing pedagogical
demands. Indeed; not knowing the answer to such a question may not
preclude the ability to respond appropriately in the classroom setting:
- Although the existence of tests may raise the status of the
teaching proression in the eyes of the public, they will not completeiy
answer the question of how to Lpgrade thﬂ quallty of teaching that X

occurs in classrooms: They may reveal wnat a teacher knows about a

NS

e o \\

[20] J: B. ﬁyers and G. S. Qualls, "Concurrent and . Predictive

i

, Valldlty of the ztional Teachenr Examinations; ™ Joup*ai—gf quoﬂtloral

Rescarch, Vol. 73 No. 2; December 1975; pp. 86-92; J. W. Andrews; C.

r. Blackmon, and J. A. Mackey, "Preservice Performance and the Naulonal

Teacher nxamlnatlon n Ehirtﬂlta Kappan, Vol 61. Ko. 5, Janua"y 19ﬁ6,

pp: 353-359; T. g. Quirx; ct al., "Review of Studies of the Concurrent
and Predictive Vaii d:ty of the 1atlonax *eacner anmlnatlon," Review of
Educpt10n:1 Resemrch, Vol. 43; 1973; pp.;89-11u :
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subject but will not reveal whether he can teach it and; if he can;
< whether he will.
SCHOOL REALTTY AiD EDUGATIGIAL POLICY

The pééturé we have painted abghﬁ‘gﬁé‘péééhfiéi ?éf‘}ﬁﬁiéﬁiﬁg
teaching and learning by setting performance standards is not a
promising one tor state policyrakers. In one sense, it is a picture
that can bé easily dismissed by those wrose faith in bureaucratic
accountability tools is strong. Their taith may b6 unshaken by the
skepticism of those being resgulzted: After all, discretion and autoncry
é;h as easily be codewords for inébmpétehCé sr nonperformance as they
can be condifions for competent performance.

In another sense, though, the observations of teachers must be
considered. Teaching is a profession which is increasingly less able to
attract and retain talentéd people in its ranks. If the normally
tenuous psychic roewards of teaching work are further ditﬁiﬁi’shéd by
impéaiménts to good performance as teachers' themselves perceive it,
many among them wiil leave. A vicious cycle may be créétéa by policies.
that in the aggregate make Eéé&;iﬁé less attractive. They lower the
quality of theé teéaching force, thgreby increasing the peéééiiéa need for

; more regulation to improve education.

Some might argue that those teachers who voice skepticism avout
accountability policies are among the least competent:. Very likely soume
teachers complzin about stahdafés béééusé they find them too déman&ing.
Equally likely there ce others who -find them inadequate to the
ébmpiéxitiés'bf teachingf work. However; most object to the
étéaéafaizasibn which fésﬁitévfrom the policies rather than the

" standards contained in the policies:
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The most powerful appeal which student standards have for teachers
is that they symbolize the importance of education. In recent years,
many perceive that Schools have experienced a deterioration of
cducational standards. Many teachers welcome the reestablishment of

cducational standards as a reaffiriation thal education is important:

This reaffirmation of standards is an indircct reaffirmation of the
worth and work of teachers.

The symbolic importance of standards is, of course, associated with
the actual establishment of standards. This gives Students, teachers,

‘and the community at large a clearer understanding of at least the
ninimum goats of schooling. Some teachers weloome a clear external
shana;ra because 1t places the onus of achieving it on the Student while
lightening the onus on thé tea;her; They welcome wnat they see as the
Positive pressure on students. The teachér does not have to struggle
conflict 6Véfnﬁdg gasy or How hard to make the standards:

But teacnepé\qgrry about the standardized test.as an appraisal
mechanism. They are concerned that the multiple-choice format is too
limiting, that it cannot assess all the things which they teach:. They
are concerned about the results of a test being used to contravene »"c'h'eir

. own judgment about what students shouid and do know. They wonder

whether the test matches tneir conception of the curricuium:

curriculum and teaching: Teachers see the tests as altering the

[P



is less time to téach and shere is the pressure (perceived as both good
and bad) on students and teachers to perform. L2ss obvious are the
. distortions introduced in the curriculum: saaé_téééﬁéfé begin to

emphasize the ccntent which they kriow will appear on the test; They

begin to tcach in a tormat that will prepare students to dEél with

ccntént as it will bc tested. Some teachers w:ii even teach students

that’ cther curriculun content is deczmphasized. Teaching as 1f there: is

_aluays a right ansver is thought by, some teachers to stifle creativity.

More generally, that which is not being tested is not being taught. In

the minds of some tééchers,-the path féém ééEéBii§ﬁiE§ standards to

teaching is short. ©ne characterization of the erfects of very

prescriptive teaching policies is consonant wxith the béféepticns'cf

Acministratively manda ted systems of instruction not only

hinder teachers' responsiveness to students but over time

discourage teachers from learning to be respon51ve, from
developing sensitivity to individual differences, and from

broadening their repertoire of approaches. Ultimately such

systems become seif-fulfilling prophecies: routinized

instruction, and tne attendant toss of autonomy; makes

teaching unpalatable for bright, 1ndependent-m1ndnd college

graduates and fails to stimulate the pursuit ot excellence
among those wno do enter. Over the long run, then, the

routinization of instruction tends to deprofess*onallze

teachlnv and to further discourage capable people from
“entering the rield: [21] ,

Or as teachers put it:

- s

[311 Gary Sykes,‘"PubIIc Poixcj and the Problem of Teachcer

Qual**'rﬁ in Lee Shulman aud Cary Sykes (eds.), Hondoook of Teaching ard
[) - K i 4 d ]

Poliey, Mew York, 1983, p.” 120.

A
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I feel sorry for any\tcacher wno is Intcrested in teaching.

It is going to be nuch worue in the years to come. For those
who iike the recoré keeping; and there-.are plenty of them, -

pathetlc teacher; but great record keepers,; this would be a
wray of them ﬂUVlng up the tadder. It wiil help them. It
won't help the. good teachers. It will heip the people who

teach by the book (bepauue) it is sate and it doesn't require
any imapgination.

The oniy thing that wgg;dingkﬁ me leave £éééhir5 is if they

ever computerlze all these obgectxveﬁ ana T have to sit there

and check of'f forms for 38 kids anc 250 different objectives.
I think if it got down to thﬂt I would simply resxgn because

I would feel like I was spending more time on f'orms than on
kids.

Standards Tor teachers are a somewhat different matter. The
rhetoric of CBTE has a certain attractiveness to 1t. Teachers should be
competent; their competence should be tested rather than undetermined;
compe tence éhouid be ascertained as a condition of graduation or
certification rather than left to chance. Because the rhetoric of
competercy is so attractive, many teachers and others ‘Support the idea
of CBTE. In féét; sotie see its stanaéra;SétEiﬁg aspect as the

definition of good teaching practice. But othérs sée a large Bap,
between the idea and tne tecrniiuéé necessary to make it work. Those
opposed to thé idea or the technigue or both tend to see them as a
mechanistic approach to education. In any case, the difficulties of
implementing CBTE have largely prevented its actual use.

Testing for certification currently has more ﬂidespread aﬁpeair-Itmh‘_\_:
is seen as making teaching sbméwnat fiore like the professions,cf‘iéé\éﬁa o
medicine where a test externai to oné's educational 1nstitut10n-—__
ﬁdétérninés whether one is certified to practice: Many teachers; as many
members of the puviié, perceive that unqualified people have been
adml\ied to teaching: The test is seen as a way of éérééniné out_

. . _

ii'riq‘délifié'c’x»ba!ididatési ) T CooT

/\v



- 38 -

Many teachers favor testing for subject matter knowledge which they
see as ensuring that a prospective teacher has a sufficient grasp of the
subjects to bé.taught; Knowledge of §ﬁ6jéé£-ﬁéttéf‘ié viewed as a
necessary but not sufficient condition for teaching: How a teacher wiil
mastery @f pedagogical skills. Almost universaily, however; teachers
are skeptical of thé ability of tests to agsgss pedagogical skills:
Consequently, the test éﬁ&éﬁééa by teacher's does not Feveal whether a
person has the skills necessary to teach:

Testing for Fecertification 15 1ess well regarded -by teachers. in
this instance, teachers are more inclined to believe that classroom ;-
performance is a better measure of whether a teéchéﬁ_shbﬁié be
certified: Prior to ihitial certification, a teachier does not have a
iob and cannot exhibit :ztuat 6ﬁ-£§é;jab_péﬁfaﬁma$éé; Testing, while a
less thah ﬁérfeCt indi ;ator ot éémpéééﬁéé; may be the only measure
possible. However, when a person has actually performed in the
classroom; the idea of a test to measure subject-matter knowledgé and
pedagogical skills strikes teachers as irrelevant at best: Even if a.

test vaiidly measiures knowledge and skills, it does not measure how or

" whether a teacher actuaily applies them to the conduct of a class.

Thus, whii? some standards for students and teachers may be |
desirable and even necessary to prevent incompetence or slothfulness;
the more rine-grained the standards are, the more they attempt.to

‘likely they are to miss the mark and even cause damage to some of the

protessed bénericiaries. Tom Green puts it this way:

. 47
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Public policy is a crude instrumént for securlng social

ideals: Ve would not use a drop~forgc to-quarter a pound or

butter or an axe to perform heart surgery. Public policy is

the drop~forgc or thc axe or social chanbe. It is not the = ~

knife or scalpel. Tnat is. to say, public pollcy deais w1tn

gross values. It deals with the common good, not with my good
in particular or my neighbor's or oven with tne good of us ’

both towether. Pollcy dﬁ“is aiw VS Vlth what is good in
yencralL on the whole dnd for the mos part.r; i But thé
tool» of pollcy are 11m¢ued in anothcr way . ”hey are bes

construed as aimed not at the advancement of specific o
benct'its; but at the prevention of speeific evils. Injustice
is always preoent to our conscience with nore Cetlnlteneos

than JU?LICE. Injustices are ncarly atuways specific.

Justices seldom are: It is truc that goverrnment can't do

cvervthlng ve dealre,,and therefore, 1t is cquaily true that
public policy is not the rit instrument to securc all our

desires: For cxerple; even if we knew what is needed to make

evcry uchooi excelilent and every teacher a paradigm of wiudom

in the care of children, it would remain doubttul §pat -we
could express thls Rnow]ed*e in public pollcy and thus secure
the good we sesk. . . . Mlnlmizzng ev11 1s a proper a1m oi,

pubiic pollcy Max;mlzlng gova is probably not. The latter

assumes that we may shape the axe into a scaipel.[22]

ff ‘one éccbpts this aﬁaiywis; he best poiic1es are those that try

Eeteral guidance Eé'bﬁé&@ﬁi gross injustices without exceeding their own
capacity to erfcot changéﬂ State policies, especially, shbﬁia'sé
reticent in nature éiﬁéé they rely on technical and political
implementation through many layers of a burealicracy. In this view,
course requirements for students are preferable to highly ébééifié&"

performance measureés; teacher competency tests limited to knowledge of

" subject matter are preferable to tests of pedagogical skill  Where

R ~ ~ ~ P R i
technologies are ungertain and means-end connections are tenuous; the

a——‘_,

use of an axe to perform heart surgery may kill the patient.

 122] Thomas Green, "Exccllence; Equity; and Equality; ™ in Handbook
gf_‘; T{.a_eh_mL :gfv’_'\ I."_g‘_i_f-_.v' p ')2__ 23 : - .
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Educational policies must be designed as a shell within which

the kernal of profe551ona1 Judrment and decision making can

function conifortably. The pollcynaker canrnoftgnggriggzny of
any given mandate as a directive which bears continuing
corre,pordonu° to teacher azctions. at all tirzes. Ins tead;

pollclcs repre sent morat and r011t10a1 inperatives d951gned

with the knowledge that they must coexist and ccupete with

other pollclc, whose root lie in yet other Imneratlves.

Fedcral and state pollcles proxess a prcvalilng view;

orie ntlnr individuals and institutions toward coliectlveiy
valued goajs without necessarily mandating specific sets ot

{ proccdurcs to which teachers must be accountable. [23]

Of course; wWe core tull circle to the accountability question: How will
we ¥now whether the street-level bureaucrat is viclating policy
intentions without specific performance measures that can Eéiékaminéd by
those in aubhority? |
The roots of the answer li¢ in the reason for the question.
éaiic§makers adopt bebfébméhéé_ aéégaiég as a means for exerting remote
ébﬁtﬁbi §?éﬁ thé.édgééiibnéi process becau se they are suspicious about
the adequacy of teacher supervision. . They fear that supervision does
not take place or that-the jaaéaéﬁtsﬁéﬁaéﬁéa by SUpervisors are
inaccurate. And studies of teacher évaluation practices suggest they
are largely right.[24] Highly-developed and perceptibly etrfective
teacher cvaluation systems éi:é‘féi‘é in Bmevrican education. The time and
= éxpé%tiséiaf traditional supervisors are often inadequate to the task of
critiquing; assisting, and monitoring the performance of teachers in a
" serious, concerted fashion: Indced, the mistrust of teachers which

- [23] Shulman, "Autonomy -and Obllgatlon,“ p. 501.

[2”] bInda Dariting-Hammond; Arthur E. Wise; and Sara R. Pease,

.» _ "Teacher EZvaluztita izm the ergonizaticnal Cunt:"t~ A Doview of the
Literatire, " Lc"le: of Edueaticnal Regearcn, Voi. 53; No. 3; Fall 1983.




of sharcd schooluide goals, the proponents of “effective schionls”

approaches point indirectly to a means for achieving Fééﬁaﬁéibié*:
autonomy. Although there is room to quarrel with the specifies of \¢
particular ééﬁééi,iﬁﬁ?éﬁéﬁéﬁt plans (especially when they are couched\as
preéscriptions), the central nctioﬁ that schools are units 6r'
docisiomaking with their own incentive struttures is important. The
implicit view that professional interactions among principals and
teachers can atfect the quality of education is hopetul.

_The etfective schools research upon which school improvement

- approaches rely is often criticized for being too general. What is

meait by strong instructional leadersnip, high expectations; or school
climate? It is inmstructive to examine a description of what an
effective principal does to create a éiiéﬁE-BFiéﬁtéa envirorment that
Sipports the work of teachers. o
_ In a recent article in the popular press entitled "Inner City

Schools Lif‘t Standards with Help of éf?éﬁé??iﬁéibété;“f.&‘éj_twé
principais in Baltimore were highlighted as ﬁavihg dramatically -
increased their school's aéhiéVéﬁéht test scorés:ana:héving created not
6niy_ah4brdebiy climate but an academically exciting oné. What did they.

“'do? DBoth established and enforced rules of discipline and class

[25] ¥zll Street Journai, February 23, 1983.
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attendance. Beyond that, the tirst--who iz considered "a bit of a
rencgade who of'ten ignores bureaucratic procedures"==brought in master
and she brought in innovative, creative teachers while encouraging
effective teachers alréady in the school and getting rid of poor ones:.

The second principal believes in giving teachers "a disruption-free

envirorment™ and then a great deal of latitude in how to teach., Hé says

\,f (7] Ibid.. p. 206. = & o

"there is no singlé méthod of effectave teaching." He does try to
éhééﬁfégé'féééﬁiﬁé that increases students' ﬁambitioni curiosity, and
réésdningzhower.ﬁ |

The concepts of ébiiééﬁiVé,;UtonOmy and respéﬁsibiii%i guided by
high standards of client treatment undergird their approaches. Lipsky's

proposes that "decentralized units given full responsibility for
practice” caﬁ)ﬁtmake] the most of the reality that stféét-1éyé1
bureaucrats primarily determine’ policy impiemegﬁéeiéﬁ:ﬁteej As part of
this approach, he suggests that we must wdevelop™in street=level
bufeaucraciéé supportive environments in which peer review is joined to
peer suﬁpbrt»énd assistance in wsrking out @f&ﬁiéié 6f'§ﬁéétiéé;ﬁ€27i
His approach includss peer assessments in the provision of services,
worker poﬁtriﬁuiiéﬁ&.fé determining assessment criteria, and ongoing

consultation betwéen workers and supervisors to provide systematic

qualitative evatuations of actual practice.

[26] Lipskv; op: oit.; p. 207.

\
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Policics rhat would Support this conception of quality control and
improvement include staff development support for peer review ana

assistance processes and protcssional devélopment models that allow

interchange among analytic; supervisory, and service delivery roles for

‘Eggéhérs., In this approach state policymaking is confined largely to

LI
iirrk‘éi;ia*iﬁé incentives tor professionalizing the practice of teaching.

This type of solution will reuire a morc serious investment in feacher
rcerui tment, through student aid and higher salaries; teacher
preparation, through mors intense and practice-oriented teacher
protessional working conditions coupled with seriocis evaluation and
supervision:

The appréach is risky for policymakers. It rclies on people, and
it reties on judgments. It places morg Weight on the development of
client-responsive practices than on the definition of standardized
practice. It assumes that those unable or unwilling to develop
competencs will be weeded out of the profession rather than have their-
damage controlled by prescriptions for performance: It assumes that
stlicrs will becone more capable by engaging in the joint construction of
goals; definition of standards of good practice, mutual criticism, -and

commitment to ongoing inquiry. It assumes that investing in staff

,
~

developuent, career incentives, and evaluation, i.e., in the street=
level Sﬁfééﬁéféié Eﬁéﬁééiﬁéé; will imbi‘t?iié thér'quality of service

d"eiiver‘y; | |
The risks on the sidé of prescriptive policymaking; though; are at

least as great: We have learned that many state policies have a short



life, are vaguc, and tend to be based on uncertain technologies: Of the

once-popular policics revicwed in this paper, only teacher competency

tests remain at the top of state agendas. As the true, expensive, and
burcaucratic implications of .policies 1ike CBE and CBTE emerge; the
popularity of the policies bézins to rgccaé., Minigum competency
Eééﬁiﬁg;'ﬁﬁiié still in its iuplementation phasé_éana only this yeéar for
the.first time used to déﬁi &iﬁiéﬁéé.iﬁ one state); no iéﬁéé? enjoys the
promincnce which it was receiving. Early in its history, it was seen as
éémiag to cover the spectrum of high school graduation requircments; now
it has been relcgated to basic reading and arithmetic skills:

While these prescriptive policies may or may ﬁot'échiévé Ehgir
intended effects, they always have other unintended and ‘cunulative.
corniseguences. These add;tibnai effects must be weighed a=s 6ﬁévé§§ééé§$
the costs and béﬁéfits.af‘a specific policy. - I particular, attention
mist be peid Eo the collective impact of policies upon the role of
tlassroon tééchérs::poiiciés ;théi: in the aggregate may make teaﬁ!ching
tess attractive; thus lewering the quality of the teaching forcs which,

' {

in turn, causes policymakers to regulate in an erfort to im'pi'fbi%é
- . . T

[l
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education.
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THE éiﬁﬂéfié{ 6* CENTRAL OFFICE ADMINISTRATORS

BY EFFECTIVE SCHOOLS RESEARCH

The research on effective schools is guite seductive, especially
to top-leével policymakers and adzinistrators in school districts and
state governments: It is seductive because it seems impeccably logical

and stralghtforuard. And because at least some of the elements in the
\\ ™

prescription éééﬁ\féiidt:ﬁéaé for policy mandates: We are told that
N e i sz
an effective school should have a strong principal.  And who can argue

that a weak principal is better than a strong: one?
N o L \ _ S
We are told that an effective school should have a safe, orderly climate.

And who will argue that a crlmﬂ—rldden chaotic environment IS better

than a safé and orderly one? '

Vool

will say that ignoring basic skills is better than paying attention to

then’

We know that, an effectlve school is one where teachers have hiéh'ekpéc-

<

tations. Who would plead the casa for low teacher exPectatlonq7

We are told that such a gchooi has a system for' frequcnt, systematlc
monitoring of pﬁpll performance that is tied to 1nstrnct10nal~oa3eut1ves.
And who can say that not know;ﬂg ho" puplls are doing is better than
knowing how well thdy are doing? Or thaL assessing them based on things

they've ncver been taught is preferabls to assessing what has been
taught? T

The current generation of pffective teaching research tells us

similar thlngs about classroons. They cmphasize basic skidls in éﬁ orderly,

businesslike environment: And thay have mechanisms for frequent, systewatlc



assessment of student performance in the basic skills: #Another great\

surprise in the recipe for an effective classroom is that the more time|;

e e 7 7 cve e
students spend learning; the more they learn.
It all scems so simple: But for policymakers the ingrédiéﬁtgea:e'

not 21l readily at hand. Strong pr qc1pa1s are not a dzme a dozen:

feachers’ ekpectatlons are not easily controlled from afar. Safe, orderly

ciimates don't materialize -out of thin air. :In fact, some of these .

characteristics have a sort of chicken and egg quality about them when one

talks of effective schools. What is left to paiiéyﬁakéfg and administra-

And; of course, the cffective schools Eeééétéh'litététﬁte

H\
0!
"t
(L
w
ind
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/f is besed largely on Bé§ié,§§iii ;égt pétébrmahéé.r A school is deemed
/ - effective if students pé}faém well on tests of Eﬁ&éﬁéﬁgefy basic skills.
" 1f one wants an effective echool the answer seems self-evident: mandate
pasic skills instruction and then test a lot to sec if it's happening.
. There are only two problems with this Straightfofwérd preécfipiibﬁi
r(l) the adequacy of the research and (2) the effects th#t implementing it

may have on pcopie~—kho seem often to have a way of 1nterfer1ng with the -

obviously correct thing that is to be done.\ﬁ
First; the research. Now I will not quarrel w1th ‘the whole cf the
effcctive schools or effective ‘teaching literature. Bpt I would like to
' o \
" take a moment to note that thegurrent gospel about effective teaching—-

that is; that it consists of somethiﬁ” caited direct instriction-—is mnot
e yet the King Javes version. In fact, bﬁe of the major current advocates

of "dircct instruction" summarized the cffcctive teaghing research 10 years

ago and ‘sajd that teachers should practice ggdigééw struction. I have

P
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“seen

porsonal oxperience or about subject nmatter ta

schiool district inservice flyers recently that summarize effective
toaching for their teachers. Some of them instruct teachers to teach
t

explain: ’
Direct instruction includes many of the characteristics that are

-

currently advocated in the effective teaching literature. As one of
"It rofers to teaching dctivities where goals are clear to
students, the performance of students is monitored; quostions
are at a low cégnitiﬁé jeveil : : :; and feedback to séqaénté
is immediate and academically oriented. In direct instruction,
the teaclier contiéié‘iﬁéifaéEiaﬁal goals, chooses materials
appropriate for thé student's ability; and paces the instructional
episode. The goal is to move the Stuagﬁt§ through a seyuenced
set of éétéfiais or tasks. Quchlmaiéfiéi§ are common across
classrooms and EéGé.é relatively strong cangr&ence with the

tasks on achievement tests.”

\

1t takes

Teaching behaviors that.are discouraged include the use of higher-order,

divergent or open—ended questions; exploration of students' ideas,

student-initiated discourse or choice of activities; conversation about
. .ce O
.
~.

ingential to the immediate

o
0o
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objectives of the lesson at hand. This last set of behaviors is generally

termed "indirect instruction” and it is currently on the outs with those

who are searching for school improvement strategles that can be enforced

P . -
. - N -

through policies. o
The ﬁicbiéﬁ for policymakers i§ that therc are about éé;ﬁéﬁ§ o
methodologically credible studies that find increased achievement from
indirect instruction as there are that find increased achievement from
direct instruction. In both sets of studies, there are a fair number that’
find that the effects of either approach differ for difféf?ni types of
students, suﬁjéét areas; and grade levels. This makes the search for the
A moro problemmatic finding is that the effectiveness of these two
very distinct sets of teaching behaviors varies depending on the goals
of instruction. ﬁény of the direct instruction behaviors that seem to
cesulf in increased achievement on certain kinds of standardized tests
aid factual examinations are nearly opposite from those that have been
found to increase complex cognitive learning, problem solving ability,

and creativity. Indirect imstruction has also.been found more often to

incressc students' independence, curiosity, and positive attitudes toward

school, teacher, and self. -
It is futile at this point to argue which body of research is right

7

or wrong. But tight coupling of godls, objcctives, content, and testing

londs itself fiore easily to policy mandate because it can be implemented

--at least superficially-—in a concrete manner. Onc can mandate a curricu-
lum; clieck to be sure it is carefully adhered te; and give tests. And

when this is done, test scores gé up. At Jeast some kinds of scores do:




. P » _
L R , 5 ) _

have been rising for the lowest achieving group of yo .23 students, but -
f£31ling for high achievers. Meanwhile prcbiem-saiﬁﬁg ability is steadily
aééiiﬁiﬁé for almost all students.. NSF, NCTE, and NAEP itself argue
tﬁat the pursuit of basic skills has led to the demise of thinking:
féa’iap’s this is too harsh a diagnosis. But it is thought-provoking.

fhis research poses 2 dﬁéétibﬁSG.-éné is, what is it that you want
ééﬁaéﬁts to learn. The other is, what will make you beliéve that they
have learned it? If there is one thing social scientists have discovered
Eﬁéé’hés not yet been disproved, iE~i§‘Eﬁ't if bureaucrats are evaluated
by a performence measure, they will seck fo maximize that metric at the
expense of other areas of péffofé&ﬁéé thal are not measurcd. So if a
certain kind of testing is emphasized, teathers will seek.to maximize
Eﬁéii’étﬁéénféi test performance. |

In a study that a colleague, Arthur Wise; and 1 are conducting at
Rand we interviewed ‘at length teachers from 3 mid-Atlantic school districts
that have implemented mandated curricula tied éa testing programs. TwWo-.
thirds of the teachers reported that the emphasis on testing caused them
to change what they teach; 1/3 reported that they eitlst té;cﬁ testing or
teach directly for the test. Well, what does this mean for what is going

on in classrooms?
, \\ :

One high school English teacher told us how she no longer assigns
essay assignments or tests because the curriculum is geared toward
A .

N

multiple chbiég; single answer compotencies and tests. She said; "I feel.
that this is hurting the children rather than helping them because they
Jdon't have to write their ovn sentences."

)
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kn elementary school teacher in another district described how
she was forbidden to use creative writing as part of her r@adiﬁg instruction

they're so concerned w1LH back to the ba51cs thut they hznder good

A

téaéhiﬁﬁ at times. The teachers are very uﬁﬁappy with the situation.®
/
'Thls teacher transferred into a Tltlc I prdgram where; ironically; she
felit shé had rmore freedoﬁ to use a wide faﬁgé of téchnlqucs to meet children's
i -
necds. o /
\ o : | T -
A thitd teacher described how her principzl made the teachers rewrite
. .
onie of the standardized tests and then gpach it to the students so they
/ .
1

would do well when the real test was given. Two teachers who refused to
comply were threatened with personnel actlons. The teacher ve Spofe to

said; “"I've spent a lot more tiume wuc/ I would Liave been teachIng doing
fherisg.om ' ' '
testing. . /
Vhat is it that actually happens when a tightly coupled curriculum
had
. , :

. -
are explanations from teachers in each of

is rigorously enforced? Heré
thé 3 school systems:’
From school district #1:
“What they hé%é:aaaé s that they have put down every objective that
they want every child to learn from kindergarten through cighth graaé;'
There are volumes of 6536&ti§és:;aBSbiuté volumes of objectives: Each

has to pass the 6bjective at this lecvel before he can pass the

.

child

thiese 1

time. I had tlie Bfiﬁﬁi kids in the math--tha top fifth and sixth graders

]ERJ?:‘ : - . {fil
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in mnth: I vas at the top so I had to gct donc [test1n¢] “Vchthlu" that

B . ST

Sil. et Ie Il etiae. g odmmTanll i LaTeieTreee

they were gugposéa to have passed. As the syStém operates now, i would

throw it out . . . For [the concept of] capacity; for measuring lengths

and for weights and measures, what they really tested was whether or not
a kid understood the decimal system. It really had nothing to do with
[vhether] these were kilograms and these were liters. So three separate

times; along with testing aééiﬁéié, 1 tésgéé %ﬁéthér or not ﬁhe& under—

'

that took away {rom time that I could be doing something else. My other
kids would 1éé€é the room to go to music and I would get out the sheets
and start figuring out who needs what: [Thé amount of time I speat] was

phcnomcnnl and therefore it was lost on other thlnﬂs. The kids that I
Liad all day long who were casier to plan for used to comé in and I vould
be on the floor with this stuff all around me aud they would say, 'All

you ever do is math.' Some days they were right. That's an example of
a program,tha* Eﬁéy put in. Now the superintendent that put in that

|
\

system wanted to do it for reading. IHe wanted to do it essentially,
eventually for every subject that the district has: He is no longer with

us, but his system is. It is expensive and their study shows that it

m1L69 no apprec .iable difference. Well, if it takes that much time and
takes that much money and makes no differcuces, then I say throw it out."

K

L From school district #2:

"8 fwiich of the tcachar's time is spent in things other than tcadhing:

""" d curriculuni gu1dc. 'bherprc— aﬁd post—tcsting PR

] .
' _ ’
-,
.
-
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-and produce. The

and the massive record éystem to keep tinmy little bits of it: when it
is presented, when it is mastered; when It is re-taught and reinforced
: <t

and post-testcd. It is just mammoth. Then that is to go into a computer.:

Ve have that in the office. But they have not yct been able to get the.
children down on a computer. A great deal of time and energy is spent

with these sort of things and it lirits sometimes taking off on a tangent

of the intercst of ‘the children because you have a2 guide that isn't in

that dirzction: You have to meet that guidc because you know the children

soing to have to take a test.. You may really gét into somsthing that

are g !
you don't want to teave; [but] you won't come back to that thing because T

b1

the schedule demands x nurber of minutes for this znd that: You can't

always teach an integrated core. I like a core curriculem where you can
really integratae cverything into it. I think it has more meaning to kids:

I lLiave only been able to do that one year. I had to have special pernmission

From school district #3::
"You're given a guiéé@iné and each day when the student comes to class
ybuireisupposca to héﬁe_éﬁ the board behavioral objectives for .the day
and a list of instructional aids and vhat have you: So that moans that
each day that ng’gamc iﬁ;tybﬁ;fé supposcd to have this up ofi the board ,
3 : :

_and you're supposed to accompiish a, b, ¢, whatever; in that day: It

¢
1

that way. | The pressure is put on you to produce, produce,

\
. i .. el o
adminiscrag?rs come in and they evaluate It haphazardly,

just doesn't work

they check to see are your go%ls up; do you moet these goals this day,

during this clsss period? That's really unrcalistic because it depends

on the class. It depends on how'prepered the students come to class.

L




céﬁ click it off one; two, three--fine. But if they haven't; man,; you
have to gb'évér the material from the day before. Then you have to
structure what you uant to do today and you may be way off from what your
gaai is. It just makes it kind of rigid. 1 don't object to having
pehavioral goals; yes; you should. I don't bﬁjec£ to you writing them

_on the board. But the idea that yau should be able to produce, bang,
bang, exactly that way every day is just unrealistic. & kid might have
a question that is off the track. Do you say, “"Well, no, I can't answer
that question right now because I have these goals that I'm supposed to
eet, and I just don't have the time?" You have to deal with vhat they

want to kuwow when they want to Know it or you're going to lose their

jrtarost. But if your evaluator comes in and you have "heredity" on the

board and you're talking about ecology or evolution or somathing, well
y ng

then thoy're going to mark you down; because you're not doing what you
have on the boacd:"
Eﬁé§ teachers feel harrassed by Eﬁé ﬁéﬁérﬁdrk burden that accompanies
these kinds of programs and by the sesmirgly arbitrary way in which the -
rules are enforced. I will give you only one examplé of the many
frustrated ccm&enﬁé ve Bééfd.frbm teachers who prefer to spend their tire
~ teaching. |

“ﬁeii; you have to start out for cach semester, and you have to give
a Fuil set of what you're going to céVef; the goals and objectives, the

"""" 5 and everything for the

P

You have to write all this down in triplicate for each class.

semoster.
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Then you have. to.do daily goals and objectives and those have to-be -

on your board each day. Then you have to do your other paperwork: You
have to have a triplicate for each of your classes. In other words, $ay
you teach three geography glasses. You can't just do one for the three

classes. You have to do one tripiicate report for each of the three

ciasses. We also have daily artendance reports. I keep my Toll on a

-

form 39; I think it is: I take my attendance for each class and homeroom
on this roll. Then for home foon I hdve to copy it over on attendance

cards. We also have to fill out a form 50; a little white sheet where you

put wHo's absént that day and send down to the offices At the end of the

absent more than two days—-you have to jut their name, age, and honme

address and phone nucber and send that to the office. Now you also have

to send an individuzl form each time any student is abseut any more than

two days From ycar home roem. You have to f£ill out an individuzl form
and send it to the office. 'Now vhy the monthly form couldn't be used
for that, I don't know, but it can’t be. You have to do an individual one.

Theén, after you figure up your grades you have to put them on your computer
forms. You also have to put the attendanceé on those. So that's five

\

differsnt things with the attendance on: For our [curriculum] papervork; -

we have to submit it and it has to be OK. Well, the first time we did it,

BoS t of the teachers had theirs returﬁéd,.sa§ing they weren't éaéquate and
to do them over. The first time I did it, 7 did it the way I planncd to
teach and what I pianned to do and I was told it was completely wrong,;

do it again. So I went to one of the social studies teachers who had lad

65



_ word for word aod turned it in. It still wasn't right; even though hersX
had been 5§5£5Véa-;ﬁé first time. So I went back and did it a third time.
ﬁasicaiiy 1 aid iz\aver like I did it the first time; the way I planned
to do it anyway; and 1 turned it back in. Not only was it épprovéd,\it

was highly recommended, and I was told would I please help some of thé

other social studies té&éhéts with théirs. is is the kind of thing that
ﬁotody'knows_whét is supposed to be done. One person will 5ﬁ§foﬁf it %ﬁé
next person wiil aiséﬁﬁfove\éﬁé same thing. It's just a bunch of bull.

The way it's being done, it iglpsea more as a punitive measure than
anything else: People are 166king at éﬁis and they're sayihg,'“ﬁhy? This

is suoposed to be an aid, it's supposed to help me -teach. :the students.
It's not supposed to be something somebody can hold over my head." I
Lnow two teachers it has caused to leﬁve and I know of one zho nays-if he

can find a job; he'll be gone at the end of tliis year."
We fouﬁd some few teachers who appfeéiéiéﬁ'iﬁé curriculum programs

because they said fﬁéy no longer had to plan for their classe or warry.
about makiﬁg up tests. It is easier they sald not havxng to thlnk about

it. However, most of those who talked enthus’a tically about their students

and the excitement of teaching felg they were bé?ﬁg pushed to 1éévej§ﬁé
profession. We found ourselves wondefing what eﬁ{ects.a rigidly enforced;
' stahdérdizéd program with a detailed reporting §9§ em might do to the
quality of teachers attracted to and kept in the professioﬁ;
When we asked if there were any school policy that waui@lgg%é teachers

ng 'ampic said that increased
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would make them leave. Most said they were already considering leaving.

Here are a few of their comments:

. :
'I fcel sorry for any teacher who iz interested iﬁ’Eéééﬁiﬁg; It

is going to be much worse in the years to come. For those who 1liké the

record keeping--and cﬁéré are piénty of themy pathetic teachers but great

record Lcepers-—thlq WOuld ke a way of then moving up the laddcr. ,it
will hélp ﬁhém. It wdﬁ t help thé<gdda teachers. It will help the
people who teach by the book [because] it is safe and it doesi't require

\ -

any imagzination.” \

‘A

computerize a1l these 6BjééEiVé§ and I have to sit Eﬁéfé 553 check off
forms for 38 kids and 250 different objecrlves. I LhinL if it gbf down
to that; I think I ﬁigﬁf resign sirply because I would feel like I was

spending more tima on forms than on kids."

hf& most basxc concern r*ght now is xh t I'm seecing haﬁpen;ﬁg to
education iﬁ this district. I'm sceing many more restiictions than
there used to be éﬁ& not as much innovativeness. Those things concern me
[because] I think we neéa\to keep looking at the indivicdual 'hiif r

think we need to retain a ceértain amount of creativity. We're tzlking
\\,

sbout back to basics, I aoﬁ?t\kant to see the créativity lost, I'm

afraid that that's 5 happening in some situations: Innovative|teachers
{
7l

are bolng squashed because of this back to basics. I'm uﬁhdériﬁg if

this js coming from the district, if they vant this kind of thing going
on. I[ they want to take every bit of say so away from the tecachors. I

think bﬁ because the cmphacls Seems to be on ObJQCtIVCS aund goalw and often-

tines thicy forgct abouL lhc thldr'ﬁ who are involved in the loarnlng B
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They just set up these things that they think shovid be covered
and then spend a lot of woney on equipment and materials to cover these

goals. If you ask most any teacher given a choice of new materials or

creative teacher can use those materials and change them in such a way

that She can manage and set by. I fecl that a lot of time in this district

using a Jot of paper and a lot of time and a lot of jobs ‘doing .the same
thing every year. There is some frictica there because the child is,

oftentines not even considered. If this continués; the;ccunty is going
to lose its best teachers." a

What does all of this mean for encouraging effective schools and

effective teaching? -1 den’'t think it necessarily suggests that having

goals and ohjectives and strong basic skills instruction is wrong. I

think it suggests that how one sceks to improve teaching is as important--

Pt

probably more important—-than what one's goals and objectives are.

Creating pcoople-proof packages for improving imstruction and then establish-

ing elaborate accountability systems may have the effdct of helping the
least competent or committed teachers, but may also have the effect of

driving the more competent and committed tcachers out of teaching.

»

Depending on how it is implemernited, it may also have the effect of
rewvarding principals for managing papervork rather than managing people.
‘L

o i - SPRPUTR S
“The principals have gotten to the point now where they have no

I

time to spend really sceing how tiie school is run because they are stuck
. AN

in their-offices filliug out ten thousand wore forms for sowcbody clse

68
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A gpood prxnc1pa1-—a strong prlqc1phr ~in most teachers' ?ieﬁéj

)
[}

one who kecps the bureaucracy off their backs, glVDa them material and
ps;cnologlcal suppcrt; and then lets LhL1 teach in thelr oW wayss

¥ think tnis is consonant with the éfféttiVé schools rescarch,,but I

think mzny who would apply that research view a strong principal &s one

who rlgorously enforces dlSCTICt polléiéé.
q o , - T
Jjust this morning an article appeared jn the Wall Street Journsl

‘entitleds "Inner City Schools LIft Standards with Help of Strong

Prieipals:' Iwo principals in Baltimore vere highlighted as having
d?&ﬁétiéélly increased their school's achisvement test scores and having
crcated not only an orderly climate but zn academically exciting offe.

What did they do? EBoth established and enforced rules of discipline

anid class attendance. Beyond that, the first--who is consiaeféa "2 bit

of a renegade who often ignores burcaucratic pfoéé&ﬁiéé' orought in master
teachers to guide other tcachers and té find pac:al teachxng materi“lu,
nel ;hcmﬁrbuaht in innovative; éréa e teachgrc xnxieiencouraglng

- i

effec 1vc tcackgrs;glreadv in the srhooi 2nd Lctrnng rid of poor oncs.

She Iobbled for an advaﬁ&58 apsdamic prog ram (in a school with most of

the children in froe- or reducedwaiéé iunch ﬁxdgrams) full of nbnwEaslé

subjects taught in non-basic ways. : : ,

The second pr1n01pdl believes 'in g1v1ng teachcrs Ya dxsruptlon~free

v

onvironment" and then a great deal of latitude in how to toach. He says
"here 35 no single method of effe‘rIvL'tcachlﬂ ' He does try to

ke
_v

éﬁédﬁrﬁgé tca;hiug that increases students’ ambxtnon, cur1031ty, and
reasoning power.' ‘ : : .

-
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! Hy flnal recommendation from my rescarch and ny knowledge of rvsearch

A\ - W.
on tcachiﬁé i§ that éfédtiﬁg effective schools requlres a graat deal

more attention to peovlc thaﬁ 1t does to ciurriculum policies: Teacher——
\

and prxnc1pa1—ﬂselectlon, retention, and evaluatxon are critical features

of district-level policymaking; These act1v1L1cs should be given as much

-

time and financial support as curriculum and testing efforts, and they

shculd focus as much on the §ﬁ§ﬁ6§£ of outstandlng people as they d& on

the cbntrol of 1ééé compeLent pe0ple in the systen. In fact, eachlng

\ﬁbiiéiés Shduld be de51gned to find thoqL,ouL°tandln° people before tﬁerr
o frustration ariVés-tﬁém away and give them as mach autonomy and frgéabm

pﬁ\ﬁérfbrm as the'sgéEéﬁ can ﬁagsitiy té}srate. .

\
N

Eéiiéiéérthét deal selectively with problcms of non-performance and good

pétformancc; It is difficult to allow zutonomy for those who need it
whilc dcallng with inadequacnes that seem to result from too much autonody.

But until we know tnanbiglously e: actly what teachers wust do to be
. . . (" R

effoitive or what a principal mﬁét do to be strong; ¥
judgments of those who éré-éﬁergetié and coumitted at‘thé school level
Eﬁd flnd halp for +those who seem to be floundering —— or encourage

<

’ ,theﬁ to find a more sultable line of work: If wu try to fbrce them to -

do what somt~rescarchers or admlnlstrators think is best; ve w111 succeed 7

\.

only in discovering more qulckly and paxnfully the limits of research

P

and thc\dyéféﬁEEibﬁél consequeiices of admmnxstrativc controls.
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to téééhéﬁs on the basis of sfudents’ standsrdized schievement test

~_

scores., Egchenxnb other forpms of teacuer eva&matzcu because of their

R H

exponsé and subjectivity; 7ﬁ11as has é'e taok séﬁ;és the single measurs
of teacher competence. This move is nobta s bagause it is the farthest

PRL

extension thus far of the/current logic of American educational roforn.
!

The Dallas plan is %niy cne of 2 repidiy proiiféﬁéiiﬁg gFoup of
Jororm proposals vriggered by the recent series of Comgzission reports
”eplorinv the deciining Ouallt{ of Ameﬂlcan euwcatjbﬁ. The regbffs have
spurred a wide-ranging /debate on the questicn of how.to achieve
educational excellencZK Unfortunatei , two other impcr%éﬁi questions

lave been largely iQQ'fed, nanely “Wnat is excellence?" and "How do we

Know when we've got it?"

\ ' ] o
This is a cufiyu situation; which, in Lewis Carroll's words, is
gréiing curiouser aﬁa curiouser as the reform movement gathers speed
Vltgbht pausing to/deflne its goals. ThHe Wonderland quality of this

ﬁéﬁééght results frbm the fact that, aTthough nunerous concepts of

"exceb%ence“ have |psen advanced,; only one measure of éxcellence is used

the debate. That measure -- = student scores on standardized,

1¢ choice sphieveuent tests -~ is used to establlsh that we don't

have exc 1iéﬁéé/ﬁ6ﬁi and it will be the means for knowing when we have

—
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excellence once again. There is only onc probled with this measure. It

is largvly unrelated to most of the things that we say we want when

Educationai excellence, according to the Commission reports,
involves the teachinp of "higher order® intellectual skills, such as the

abilities to analyze; draw 1nfcrences, sslve probiems, and create. It

inciudes proflolenc1°s in advanced science; mathematics; foreign
language, a&dgfhé ﬁﬁﬁéﬁitiéé and the arts. In short, edu” "ional
oxcellence is different from educational medioerity because it

emphasizes students' ability to think well and perform cha}dietaing tasks

pathér than merely decode and sompute.
. . < L ~ . o o _ ~ R -
Using standardized tests as the sole measure of educationgl
excellence, however, coniuses the médiug and the message. The maasure
is ill_suitéé to the goal: : 7
Standardizod, multiple choice achievement tests do not, of course;
measure crééﬁ%?iﬁi; Théy'aSSéss one's ability to fiﬁa’what somcone else
has already decided is the one best answer to a predetermined question.
The tests do not mazasure the most important aspects of problem-solving

ability -~ the ab111ty to consider and evaluate ait@rnatnve

e»pl rations, to speculate on the mcanlng of an idea based on first hand
knovledge of the werld, to synthesize and 1nterpret diverse kinds of

informztion, to develop original solutions to 5?651éﬁs;
Ioroover, the uthS do not really mea sure performnnce of any kind.

Perfornance, of course, means the ability to do sdméthing; it is active
and creative: Rﬁcognlzang a correct answcy out of a predeterv1ned 1ist

of responses is fundamentally dlfféfént from the zct of rpadlro, or

~gr
tl

@
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writing, or Speaking, or reasoning, or dancing; or anything else that

human beings do in the real world. ' * ;

ndt necessarily mean that a person can write coherently or' even
gramatically. Being able to conjugate verbs or decode passages in a
forelgn ianguage does not mean that a person can speak 8; ﬁ?iﬁé in that
1anguagé; The cax'arse of these statements is also true. fdne can speak
a foreign 1anga;¢e fluently without understanding what it means to

, [
conjugate a Vﬁrdl or write well wlthout kiowing what synonyms are. It

is even true, as/the International Reading Asg001aulon concluded A
decade affo, that ore cin master the subskills tested on standardized
tests of reading ééﬁié?%ﬁﬂnﬁ without Seing a good reader; and vice-
vorsa. That is, there is no cleur,: causal connection between an
saeatiriablo group of subskills and the actual act of reading.

Standarcxﬁgd tests do measure somethlng They meas ufé the ﬁéfy

well. *Théy cai tell you if a test-<taker can recognize correct

punctuaiiéﬁ b?-éﬁéiiiﬁg, if he or she can find what the test-maker

to éﬁ éfitﬁmétie problém or the closesh synonym to a given word. They

will not tell you the full rénge of a whild's achievement even in these
AN

-

arcas, however. Because of the way the tests are constructed, they
don't iﬁéiﬁdé-ﬁﬁéStibﬁs to which too many; too few; or the "irong" .
subset of students know the answers. In the final analysis,
standardized tests turn out to be a very narrow gauge of what students

actuaily know, eithér individually or éalléétiveiy; :

Aruitoxt provided by Eic:
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Desplte these limitations of standardized tests, we have adopted
‘them as the single relevant performance measure for schools, students,
and teachers., ue use thlu measure becaﬁéé it is cheap; easy, and o
convéﬁiéﬁf;' ft Seems to be objective. It is a nice tidy variable for

data collectors, decisiommakers, and the madia. It is more éiﬁﬁié Eﬁéﬁ

e

spendlng the tlme and energy to make compllcateo hiuman judgments about

what students are learnlng and teachers are teaching: We use this

adequacy; about how to design the curriculum; and about how to manage
schools: In Dallas, it will be the sole measure of teacher competence.

Unfortunately, when standardized tests are used as management
contrel devices, rathor than zs sometimes useful sources of informatiod,
a set of bureaucratic incentives is created that distorts the

educational proccss as well as the ewrriculum. Rather than beingva .

what is taught and Izarnsd. This is true not only of the topics that
arc tested but alsc of the types of thinking and the modes of,
pérféfaaﬁéé:ﬁéqaiﬁéa by the tests.

Researchers are beginnifig to discover that, as more and more
iﬁpéﬁtant decisions are based on test scores; téééhérs are more likely
to teach to the tests, for the tests, and the tests themselves. The
_more a school district dééighs its curriculum around- standardized tests;
the less téQChersiare encouraged or even allowed fq'spend time on -
nontested subjects (science and social studies are big losirs lére,
along with the arts) or on nontosted activities, such as E?iéiﬁgé

‘speaking, problem-solving, or real reading of real books.



L

After rocently completing a massive study of over 1000 American .
classrooms; John Goodlad confirmed that this is just what has happened
in our schools. He found that students 1is£én; respond briefly to
questions, read short sections in textbooks, and take multiple choice
quizecs. ‘They rarely plan or initiate anything,‘crééié their own
products, read or write anything substantial, or éﬁg&gé in analytic
discussions: In Goodlad's words, we have drowned ovt the message that

'thers are goals beyond what the tests measure" and that "pursuing these
goals calls for alteérnative teaching éEEéﬁégiés;“ That many creative,

- —
I

innovative teachers are frustrﬂted with this state of affairs seems to

trouble test-using. policymakers not at gll.

The Dallas school administration has only extended the logic of
fmericen educationa} reform to its outer limit. Heving forgotten the.
history of Wonderland, they seem doomed to repeat it. Because this
thtoLy ;s not wcll-remembered, I will reteil a bit of 1t here.

" Once upon a time in WOnderland, a pr stlglous national onmmwssion
decl red that the otate of heaith care 1n that country was abom*nhtle.
There were so many unhealthy pecople walking around that the commission
declared Ehe nation at risk and called for sweeping reforms. In -

rcspon e, a mejor hospital de01ded to 1ns*1tute performance raezsures of

. putient outcomes and to tie patient dismissal decisions as well as

acctoris saléfiéé to those measures. The most widely used instrument

for ¢ 0'5551ng hecalth in Vonderland was a u1mple> tool that produced a
sinple score with proven rellablllty. That ihStrumént, called 2
thermomzter, hod fhe ‘added 8JV°nt3&e of b61ng easy to admlnluter and

réébrd. No one had to sperd a great deal of time trying to decipher



déétb"'* 1110g1b1e handwriting or solloxtxng their gUbJLCulVe Oplnion°

about patient health.

- £

When the doctors disovered that their competcnce would be judged
by how many >f their patients had temperatures as ﬁéééﬁféd by the
thergometer as normal or below; some of them complained that it was not
a very comprehensive measure of health: Their complaints were dismissed .
as defcn31ve and self-serving. To ensure that their efforts would not
be subverted by recaic1trant rotors, the admlnlstrators then spe01f*ed

-

that subjective asseséméﬁﬁé of patient well-being, such as the reported

.prescnce or absence of pa1n, mould not be used ;n making decisions.

Furthermore; any medicines or treatment tools not known to directly
influence theérnometer scores would no longer be purchésed by the
hospital administratien.

. After a year of operating under this new system, more patients were
dismissed from tha hospztal Wlth temperatures at or below tormal on the
thermemeter. Prescriptions of aspirin had skyrocketed, und the use of
other tréétménts had substantially declined. nény doctors had also left

. the hospital.  Hcart disease and cancer Sp seciafdsts lef't in the greatest

than to scoreés on the thermometer. No one understood what they meant by
that, and since thermomecter scores were Eﬁé only measure that could be
used to ascertain patient health, there was no way Eévéﬁgué about
whether they were right éﬁa wrong. —

\

Some yoars later; duping the centennial thdéflaﬁé cersus, the
census takers dizcovered that the population had declined as mortality

Fatos had dramatically increased: 4s people in Wonderland were wont to




do, they shooks their heads and sighed, "Curiouser and curiouser.™ And

they appointed another commission.

“
)
-
"
i
o N
’
.
.
%
,/;o’ . ;;
. - - Ny 2
E e . . A AT N £een
L by AUTHeRw Lo e TSRS e
S S it {.: . - . - o R v . ’.'-,l,‘ —-
- » T R A S A B A S A poortmLat e
- T 4(-'- ~t s R t R . :_I .o W 7 - - ~
oty - - - Srs o Sy A LA e T
- Foo ot 27 Bt e e, reoenet T Ty . 3 L B ’
' : fraciie e [ A AR
N R i T ..
= ‘ i -
O :
4 P .
| o e

O

ERIC

Aruitoxt provided by Eic:



PN

ERIC

Aruitoxt provided by Eic:

I THEME FOR: TEACIHER PROFESSIONALISM: A RADICAL
APPROACIH TC IMPROVING SCIOOLS
)

1: As the public and policymakers lost confidence in the public
schools, thay legislated learning and bureaucratized the Elassroom:

2. As policynakers sought to creatc ond impose bandards Ehrougls
externally managed testing programs; etc:,; they began to make teachers
practice thieir craft in ways which prevented them from serving their

Standardized currieulum lesds to standardized teaching which, almost by

definition, does not meet the needs of students as pareeived by teachers.
[ ]

3. These conditions of teaching work have made growing. numbers-
of tcachers; especially: thé fiore talented, become dissatisfied with
v ) ;]
teaching. They have also made it difficult to attract and retain

talented young people. Low salaries and nmew career opportunities for

those who traditionally formed the talent pool for teaching have

exacerknred the problem.
&

4. Bureaucratic controls as a substitute for public confidence

in the talent of teachers leads to a downward spiral: Because policy-

makers have not trusted teachers to define the curriculum and certify

tdiei students have learned it; they have made teaching less tenable.

5. The choices for policymakers are two: (1) continuing efforts .

78



attract more talented people to teaching. This will permit the public

institutions which must take direction from thé public. Hence, we
fust find ways to establish and impose standards which do not interfere

with teachcrs' professional judgments. And/or, we must reform teacher

education;sartification; andEvaluiy

statidard of ; - .uusional practice which is accepted so that all a
\ . - .

school board nced decide is which courses to offer.
: ' There are as we will See a variety of means by which policymakers

may try to improve education. -Leaving aside; for the moment; the

content of imstruction the ineans require regulating who can teach,
regiilating the process of teaching or regilating the outccmes of teaching;
that is; Studéﬁ: iearning; We argue that fégﬁiétiﬁg procéss or outcomes
iﬁéﬁiﬁéﬁi§'éfé5tég a more claborate scﬁaoi bureaucracy whick inavitably
must fail to achieve all but the most trivial goals of education. Goal

displacement will force attention to the goals which are measured. Not
651?‘&6éé this attention crowd out the unmeasurcd goals,; it even dis-

torts the measured goals as the test items or test ceases to :_umle what.

4 student kiows (the traditional function of tests) but becomes the

universe that he will be taught. Regulation of outcomes alome is enough

to cause some good teachers to become frustrated with teaching. But

yhen it is coupled with regulation of the teaching process as when
- \\

VRN

methods of inmstruction are prescribed,,good teachers are.driven from
N \;. -
the field. Bureaucratization then is 'doubly destructive.

A sacond dpproach for policymzkers to improve education 'is to

{

/
o _ _ 3 ': - 3 '75) ' D,
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better regulate who can teach. If policymakers can come to have confidence
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in who is tedching then tliey can allow professional controls to operate.

3 | | | \

\

\
¥
§

This will requirc:

Reforming teacher education so that it is intellsctually
rigorous and actually prepares people to teach.

Reform tcacher ééitifiéétiéﬁ so that prospéctive

teachers must prove that they know their éﬁbjéétimdtééi

and can actually teach.

so that administrators facilitate féﬁﬁéf'ﬁﬁéﬁvﬁéﬁégé
teachers: o . -

Commence recruitment efforts so that some talented young
ﬁébpié will enter teaching:

zﬁéfiiafé rigorous evaluation procedures so that incom- @
petént new teachers are eliminated as.are experienced

. - : <
cezsing to be teachars.

Value ge teaching of independent thinking; creativity;
problem solving; and ﬁiitiﬁgvfatﬁér than, performarce
on tests of Basic skills:

Institute procedures which allow teachers to enforce a

Srofessional standard of practice.
P

regulation is tendcred largely superfluous:

e

\, . —.
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- o Tourse réquircmeiitd mandated at either the state or local.level

communicate goneral content expoctations to teachers. The standards

of praciice communicates not ouly proper instructional strategies but

- also spe~ific course t:'d;itén't eéxpcctations. These, of course, are under
N ’77 '.'_ L '7 R ";’ "'7’.77 R - T I 27". e L Sk R I - - -'"".ij PN '7
N continuous evolution as knowledge is gencrated ana t ansny;ttcd.
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TEACHER _EDUCATION

Teaching remains one of the few careere requiring a college cduca-
tiou for which am undergraduate degree suffices: The undergraduate
VA

- - - - - ,’, - -
propram combines liberal arts coursces, educdtion courses (e.g., educa-
: ‘ / .

tional psychology), mcthods courses (e.g.,/tcachlng reading); and practice

tedachers are neither liberally educated nor adequately prepared to teach

specific subjects. Prospective teachiers complain that they do not feel

education programs: !
There are a few suggestions for reforming téacher education; some

educated in the liberai arts, so that they can be better txssamitters

of our cultural and scicntific heritages: Others beldeve thit teachers
should be fully grounded in the subjects which they will teach. History
teachers should have at least undergraduate majors in history, if not

masters degrees in histofy;i*EiehéﬁL§f§ schonl teachers should have
solid courses in all fields taugit in the elementary school. Some
believe that 1iftie or mo ﬁféﬁafaticﬁ in pedagogy is required; others
that preparation for teachifg should be éiﬁéﬁ&éé to fi@éﬁaf six years.
Somc believe thét preparation Should be postponed to the graduate level

so that schools of ecducztion can function more Iike other professional
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7
schools, Others believe that clinical or practical teaching experi-

r4 _ R R R R . oL
cncks should bezin very carly so that unsuitability to teaching cuan be.
discovered carly?
One approach is to extend the teacher preparation system already

in place; perhaps by crecating a combined bachelcv's/iaste;'s program, y

vuniiing five ot six years: This would accommodate most of the preceding

sugpostions. It would allow for more courses in liberal arts; subject

matter to b taught, education, mothods, snd practige teaching. I would

g It would, however, require an early-carger decision by a college

carlier_than their pecrs interested in other fields. Conversely, those:
A . -

who subsequently détidéd to bocome teachers wouiq\pfésﬁﬁdbii have diffi-
culty entering the teacher preparation process. X
More significantly, though; this approach; with liberal education,

- . R

seen as only a modest departure from current practice. Indeed, for
those .opposed to the_§ufféﬁ£ practice; it would be seen as more of .the
same. If the nuiiber of education and methods courses were increased,
then those opposed to éﬁfféﬁt‘praCtiCé would §éé it as even more of the
same. T B )
While the aﬁﬁrbach‘§REt¢hed hare is inhéfeﬁfl§‘ﬁéifﬁéf bureau-~
cratic nor professional; it ié an approach.which would not dec;act from .

tlie influatice of schools of ecducation; indeed, it would increase it,
to the extont that thé low prestige of teaching is associated with the

enhance the prestige of teaching:
8 ™

83
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More subtleyv; and morce profoundly, liowever, tiinse dsgociated with

schools of cducation sometimes coatribute to a burcaucratic conception

of teaching. Some characterize teaching as a science, thus suggesting

a predictable relationship between educatlonal means and educational .

ends: & belief in the existence of étéﬁ relationships prL disposcs
o , W o ) L
school svatems to adeopt and tcachors to accept bureaucratic routines

intendad to iioster Kitowt c~uunhlon .1 cads. Some nnlp to devise

rationnlistic approaches to teaching such as competency-based cducatisii.
- / o L S
These are used to give substance to bureaucratic routines. Many emphasize

a rational plaﬁﬁlng process cmbedied in lessor plans. Acceptance of

with tlie hierarchical imposition of goals.: Some emphas*ze the importance
of standardized testing which permits external evaluation of the work of

teachers. In short; to thc extent that édﬁéétiéﬁéi methods locm larger

J - - -
in the preparation of tea chers,there exists the oosSLbllL»y that

¢ - ’
.

teachers will be taught techniques which réinforce a bureaucratic con-

cepticn of teaching:
S - S S -
An a@lternative approach is to extend and modlry the teacher prEpa-
ration process
‘ B :

- N N

- ~ i

as a condition for eutry tc a master's program in oducat;on. -This 1

-
s

dpproach would also accounmodate many of the suggestions listed carlier.

It would allow for more o rses in liberal arts

-
¢

subject matter to be

-

tgupht, ecducation, methods; and practice teaching. I% would not; however,.

.

alloi for early exposure to pracblce teach:nb;
7

The approuch wouldy howeyer; defor the career d"'iéi”ﬂ to & later

_ L S S e ,,ﬂ,,,_, P
age--a stage comparable to the stage at which entry to other prnfeo<10na]
{

4

4

ra

J e

————
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cducation aiso Béghfé; An incidental effect; and p0531blé berzfit of
! .
, el
tis that it would mzke tcacher ec sion more comparable
|
i

to other types of p>?fcssional cducation.

fore :iénifiéunkiy; thoush, this approach would intensify liberal
i.

e { e S Ll
arts and Ubngg rattes preparaczon. Presumably, prospective secocndary

r in the fields in wliich tho Y .u.,,, Lt wish to

//

schioot tédéﬁcfé would maj
] { \
teach; prospoctive ”lemeﬁEBEy sciioot teachers might wuior in any of the
[ \‘
literal arts, with &crie cﬂoosihg fields to e taught (e:g.:, English)
! - 3

.
{ \\ - I

and others éhaésihg fields\that might facilitate toaching (e.g..

psycholog y) The effects of this approach on teacher supply in the various

diSéipliﬁés‘ié hard t¢ predict. College freshmen who are comsidering

(AN

teaching as one of several alternatives would not be deterred from

teaching by Leing force ‘o make an early carcer decision. College
. \,
seniors who were cons. g ﬂpaching as one of several altermatives
i
e Sy SR SR
might te lost to teaching by nﬁt woving been forced to mike an earlier
N T T x
cdreet decision. \
e L I e e .. I oL . 3 . - N T 1 Y. i
The approach would Ge . < as enhancing the substantive backgroond
. }
\ o o 7 .

of prospective teachers. To be|suré, some schools of education,
especizll ¢ i+ ¢ prospective sccowdary school teachers, rely on liberal
kcr prepatation but many do pot. Moere-

aree depanN¢ntb for subject jat!

|

at rooncctlvc toaclhers: In general, the ap roﬁbh would increasc the
p 8 ? j3

ékﬁéSdré‘bf ﬁrbspQCt1Vé tedc 'rS |to courses which are clearly designed

for liberal arts majors. Subsequently, thése liberal arts graduates
.} R N

. - s : T T
will enroll in schools of education for education and methods courses
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While the approch sketched here is inherently neither bureau-

1
rratic nor professional; it might diminish the influence 'of schools
of cducation, and certainly would diminish the time over which their
taflucnce is cxercised. To thie extent that schools of education promote
an inappropriately rationalistic view of education, this approach would
favor a professional conception of teaching: Horeover, when this
approach is coupled with refornied certification rrocedure (Le be
deseribed below) schocls of education will, be shiring control over
entry to the profession.

Y
rd
4
- _ -
H
. . .
&
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TFACHLR CERTIFICATION
Until fecently, the certification of teachers was more or less

automically associated with graduation from an accredited school of
cducsition. A person who successfully completed a projram of teache:

and/or approved ander a stste approval program was certified to teachs

Rocentlv, therez has been a trend toward the use of standardize. tests

or Eéftifi$dtjbh. Not only does: the candidate have to be graduated

frou an accreditédvééﬁééi; he or she must pass a standardized test which
purportedly demonstrates that the candidate is competent to be a teacher.
The most widely used test is the National Teacher Examination of genercl
6dir-ation (liberal arts) professional education and specialized subject

arcas. 1The standardized tesis haove been imposed by states as a means of

3

ensuring competencs in the teaching force. The legistative prescure for.
improving the quality of the teaching force shcus nc signs of abating

in G near Furizo,

it may be important to examin: the components of eff ectivi toaching:

Teachers iust Know the subject matter that they arc to teach. They must
know how to reach Lhat subject matter. Knowing how to teach is also

deuenic nt on an abil *¥ "2 relate to students. And it would help if the

Tests are effective for ascertaining certainm or these competencies
but rot effective for ascertaiui. others. Tests are reasoncil'e indi-

cators of compatcnce in subject matter and gerc:al educatien. Comnon

-



sense bears this ovi; the public believes it. Practicing teachers
believi: that a test of academic competence is a gdddnidéjtf Bceause
tests are acegptcd as the mesivre of cognitive knowledge, teachers'’

scores on tests of cognitive knowledgs are taken as prime facie evi-

tested. While

s
It

[

L dence that the teachers kiaow the subject matter bein

]

the squation is opcn to Some dispute (tests are a less than perfect

neasure of what a perscen knows); the equation is so WidéE§'QCCepted

to produce the kind of evidence necessary to link specific tea=ier
]
dctions with specific student learming. absent svwch a research base;

it is not surprising tlat tests which purportedly measure teaching

competence (based on knowledge cf pedagogical techniques) fail to pre-

dict toaching performancc: Teachers themselves do wot helteve that

tests of pedagegical xnowledge predict teaching

V.t}‘
i

crforianca. Conse-

quently, while tac use of statcwide testing for teacher certifircation

is spreéading, its use is not jaustified:

More subtley and insidiously, the persisterce of tests of peda-

gogical knswledge arc inevitably based upon the balief that there is

"one best system" of teaching.  wilvocates of testing will urge that

even if a carrent version of the tést is less than perfectly reliable

and valid, further research will improve the test. Meanwhile, tr. search

for the one best system of teaching goes on. The Srlief in the ultimate
. b .

discoviry of the one best svstum is,; of course compatible with the
bire iuciitic concuptlon of tesching: I: is a searva for the procedures
fyack.
88 R
Q :
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t6 be prescribed by the managers of the bureaucracy for thz empleyees

An~altérhétive to tests of pedagogy for certification would ba

assossmonts of en-the-job performance. Under this approach a teacher

would not be fully certificd vatil he or ske could demorstrate cotipetent

a

e S Sl R P
perforiance at tesmvhing. Thus, a person would not become a certified

_______teacher for some period of tima (oné to three years) until after

gradua

would thus shift {rom-the schiool of education to the cmployrng schook

tioii from a school of education.

For prdactical reasvns, the locus of the certification decision

district. While u variety of actors éﬁdKEValuatién procedures might be

behavior. 1This approach has mever been validated through roscarch. &3

NS

an alterrnati~e; @ s <% il which one or fiore experienced teachers work

wifd snd thes _vaisate a new heacher can be devised. In such & system

the experienced tedchets can enforce proper standards cf educational

practice: The impertance of this appreach is that it does not rest on

the currently indefensible posture that there is one best system of

teaching. erLCnPCd tcacliers can exeroise Jadgment Eoncerning whather

a

s
A-—\Y’

teactrr cam teach. They can judge whether the teacher has mastered

the various mcthods of imst~action and Usos them qpproleatcly There

can be

she rocognition vhat different toachers may favor diftereat

methods and that differeac stildonts requlire different methods: Thewe

can bo recopiition of rhe 3chool systum's role dn Loribingy curticulun.

Fl

lexibii

-

ity can bo accordid thie new teacher so long as he or sl nei'her




practice. ’

x - - - - - - - — [ ,,,,,.,,, .
Cbviously; this approach places the enforcement of standards of
AY
AY
educational practice and the certification decision in the hande of

téachers. Moving these decisions away from schools of educaticn is a
“ R Y W tn Find o iler 2 berson
N by-product of the belief that the best way to find out whether a person

, , - L S P
can teacli is to watch them actuxlly teach. This cannot be tested in

approach does take time, and somc students will be exposed &o inade-~
quate instruction; two protections will help to minimize the damage.
First, new teachers will still have to undergc supervised studant
teaching as part of their school cf educaticm experince; those obviousiy
unfib to teach shoild be eliminated by this mech. ‘ond, the
T o \ .
approach calls for intensive supervision of new L © -3 by experience.

_ . ~ A . . . "- ; L R R - o el .
tcachers. This, students will have an additional jirotecticn against

the offccts of not-yat-competent or incompetent ncw tezchers.

O
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BETTER _CCHOQL, TEACHERS OR

- 6% moans by whienh

Recofit commissSion o oilupiis
to improve education. Perhaps buaavn: sAach of the reverts J@iks @ co-

makes recomsendations som2 of

heren’ philosopiy or framewsrs,
which are internally inconsistent. One example, from the Education

Comuission of the States' Action for ¥rcellonce reveals a possible

inconsistenicy. On the one hand, the report recommends that states and

iocalitics "express a new and higlier regard for tuachers and for the

g;aigssggg of teaching” (ctphasis added). Three pages later thé féﬁafé

7‘:*

The prevailing c<oncepcion cf the principal's role as informed by the
"sffoctive gehools" literature would contravenz a professional con-

ception of teaching. The report advises:

The g]JnCJpaﬁrshould be freed from distractions; encouraged
to give priority to improving classroom instruciionj civen
sufficient discretion over pc sonnel and fiscal plannln

and put squarely in charge o7 walntﬂlnlnc the RChOOi

rorale; discipline and scademic quality. This means that
in many plabes, the prevailing definition of the principal's
role must be changed to put the ﬁrlnc1pal squaealy dn charge

of vducational quallLy in eachi school.

ot als
RAN

Lyt strengtnen:nﬂ the pr1nc1pal s role in this manner implies that the

principal is to be in direct comtrol of teacher work activities. 1n’

&

k4

p' 3}0

FT I

- p. 40

hkd . :
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this conception; the principal treats tecachers as laborers Or as
- 2 ! T
burcaucrats, ciployces whose actions are to be governed by rules.

But rcating teachers as prbfcsqlonals implies a very different

role for the piincipal:

For teach;rs to work as profeqelonala; principals need
to view themsclvas as Madmind atritors.' Effective adminis-
tration involves thc maintenauce of adCCUutC support scrvices
(such as budget making, food svrvices, transportation, etc. )

and the articulation of a system of ethﬂcai norms vhich are

expected Lo support a profes 3*un11 work structcre ncad to

understand the details of support service COﬁratlon and to -
know how to keep. these support. serviges functioning ..

ef51c1rntty* Rather than personally evaluating teaCILr job

perforniiice; principals being asked to adopt this vitw of
teaching need to be trained to organize and implement a -
cystem of peer review. Professional teacners need to belicve
that Lhc" have a Lornal resncn91olllty fcr evaluatxon of cheir

spect for the profcs51on.

improving the qualizy or the performannc of primcipals and teachers. At

onie level, of course, the recomrcndation is ﬁﬁéﬁtéptidﬁablé. At anothetr

level,; .however; we sce that we must choose the role which we bxpecL
teachers and principals to parfcrm. , )

The bureaucratic and prefessional concepcions of the taaching role

""" ontain differcnt expectations of teaching -~ k. The burcaucratic

~

.

conception implies that curriculum planning is done by administrators and

spccialists; tcachers arc to implement a curriculim planned for Lhen.

Supervision o/ teachers' work is onducted by superiors whose job it is

“Viitchell and Kerchner, pe 235.

w- -

- Wise. >

REE. . .. e Ay
Mirchell and %ercheor; p. 230,

A ol
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prbduct of tlie teacher's work, that is, student learning, is to be

1nap0ctcd throuﬂh e%amlnatlons preparied by others, sometimcs administered

by others; and alwavs graded by othars. In the pure burcasievatic con-
ception teachers do not plan or inspect their work; they = rely perform

it.

In the professional concs

conduct and evaluate their ow: »: Teachers anticipate the needs of

their studenis,; assess thé re. “.2& Wwhich arc évéilaBIC, take cognizance

Tnﬂv conduct Jn_uructjou, modlfyinH their strategies 1o make sure that
Eﬁéif iﬁéﬁfﬁétiaﬁ mééts the ﬁééds df théii studsnts. And they assess
whether the students have learned; reporting through graaés and réport
caréé to studeits' parents and scliool officials: Supervision of tearhers
is conducted larasly by peers who make Surc that appropriate standards

of practice are being employed: ;whéié there is scheol=wide or system-

“\

In reality, school systoms, in varying degrces, operate usiig a

mixture of burcaucratic and professional concepticns of teachling;

creating for the teachier the classic dilemma of the ' 'street-level
bureaucrat"

Tha ,sé'ncL of ere t- lLvel burewucracxes is that they re-

quxrg r ople to maxe dec1 tons ab””L othur people. ﬁurcct—

sorvice provision cn¢1 for humhn Jddgment Lhat cannot be

programmed and for - .cn maciidnes cannot substitute.
Strect-level bureauc: & huv TCD”OH)IDLi&tj for muking
unique and fully app.. priate responsts to individaal

93
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clients and tﬁéi% situations. . . -
sly tr Jc1dtgﬂ 1nto &l

coitsiderations
tive agency
LT Wucnclck

’

cannot bb sens

it is a COHL‘JULLLJL; in t;rh to say tiat Lh" o

should be accountublc Lo each client in the fashi
approprl"te to the prco ¢nting casé. For o ace auntablllt)
can exist if the agency does mot know what rLSpOQqH it

L Pnd

prefers; and it cannot assert a preferred respo

worker suould be open to thie pessibi i1fity that unique ang
froshh responses arc appropridte.

“"he dual 3CCGuhtabilit? of the teacher--to studemt zad to agency--—

.

consumes a lot of the teacher's eriecrgy. For the iast two decades,

solicols liave been becoming more bureaucratic; a dEVelopmcnt which has
not produced the learning witich our uoixcy system desires. As the
<

the prospcct of change, it ought to decide

hPC her it want

of téééhihg Hecause, as we discuss lelow, each has 1mp catlons for the

kind of teaching force wvhich will be r.zeded:




kl
|

TEACHER RECRUTTMENT

Although for the last decade there has been a generul surplus of

téachars,rshortngas of ﬁéfﬁéﬁiiiéé_éﬁa science teachers ﬁdw:éxiSt.' Soot
§h6ftagés-bf other types of teachers have also begun to develop. Due to
derographic; social and econemic trends,; a gencéral shortage of teachers
appoars likely by the mid-to-late 1936's. Daring the last decade, the

out major changes in society or the educational system, the trend is
likely to continue.
The déclining talent pool for teaching is periiaps more troublesome

beczuse it points to profound problems im the occupaiiocnal structure of

N

tcaching. Asiong those who are "recruiced” ¢p cducation as A lineé of
&ka”féﬁﬁéétihﬁ méjbré“ﬁﬁﬁ—tﬁbsé“ﬁﬁv-hzée taught in elementary or secon-
dary schools), those who “étﬁdlyy énter aid remain in teaching tend to
bc the least academically able (Vance znd Schlecty, 1982). That is,
fecriits t.o do not end up taking a teaching position and "defectors”

7

.o ©=5 leave after a few years) are genérally more academically nble

(A

'

then those wiio cater and stay in the teaching force. As.Vance and

Schiecty observe, "Teachirng is an occupation that selects by attrition;

-

high;ﬁe{ring persons are Jess likely to enter and wore likely to leave"
(p. 19). Their work points to the interrelatedness of the processes
determining the pool 5§ teaching talent comprising the teaching force;
from occupational choice (hrough tfdiniﬁg;LCértifiCétﬁbﬂ, hiring; and
rctention. _ i J

Sur own researcit’ supgests tiat the more academically-oriented
- * '.

renchers are more likeily to chafe under the constraints imposed by

ERIC:
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buraucratic manassment of scheols. Wica combi xﬂf with Vance and

chicety's fiadiry » mcerning the deelining measured academic ability

&

.

of those citering au increasingly bureaucratic school system, the

inferonce of a coanaction is suszested. Perhaps it 1s thé more aca-
demically able teachkers wishing to be treated as professicnals who are
repellcdi from teaching. Coaversely, perhaps it is the less academically
R / .

able who are willing to teach in a bureaucratic environment. while the *

— - ~ ‘/’ .
same rcsult can be explained by more orcupational alternatives being

- -4

- - - - - - - - - - ’/, - -
available to the more academi =1Ly zhla; that explanation dlso under-

scores the guestion of what ... of person we want teaching in oux
schools.

It is generally assumed that fhe ecoiiony and socicty of the futare

ndi-

[

SH5Y R

will require a more educated citizenry; cértiinly to succeed ax
vidudl will have to be able to chink; write, éﬁ&iﬁ%é;'aiéédss 1nd-Eroate.
Yo teach these higher order skills probably reguires teachors who them-
sclves have these skills. Yet these m&y be preciscly thé people Who

are being repelled from rather than attracted to éé&éﬁﬁig. Those .
toachers who éré being attracted ts snd who remain iﬁ.teachiné are

those who are more likely to feel comfortable in a burcaucratie-setting.-

In turi, they -~ more likely to teach according to the standard
curriculum; to follow the bureaucratic routine, to empbasize the basis
and to feel comfortable praparing studcnts to ¢ . ... fnCy tests.

We have yet tz speik of the rsle 'of fow como w=oid e which; when
combinod with unstbractiie swiking LandLonn“; conspires to make tesdching
/ -
un;ttra vc to those with other OptLOﬂq. Dv any roJ' anL codiparison
/ - - -
starting, mediam dnd top teacher S',ﬁﬁiﬁfiéé are Jow: Much of tie coning

| . . 96
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whiat. B: raising salaries aloue 1s not likely to attract people vho
want to practice an cducation praF assion. Thds; pdlicymékcré need ts
'

or with p!ofu:snrma1 teachars?

To attraet talented teachers V¢ll require a. Luloo—part strategy:

I the first place; given the likely slow pnee of real salary inciyease 5

\

1
'
3

N - ) - - -

fur tc“Lb-*s, talented young pe ople will uecd to be 1nduc¢d t- become

T

teachers. CO‘Detl’l"C fellowshins should be madc available to those who

are interested in becowing teachers. These would Iikely necd to be

financed by the fedzral government. 1f the federal government were

intercsted in fostering the professional -conception of tééchér education

<(described earlier); th cn it miglit permit their use only at universities

Ry

: which required a bacncLoL s in a liberal darts for admission to a master's

in educarion. The fellowship would Ekfﬁ nsed only cover the poriod of

master's stody.
The outcomes of the fellowship program would be several: &A& cohort
; of academically talented pecple would be attracted to teaching. There -

would be national aifirmation of the imﬁéfEéa&ééaf teaching. Teaching
would gain new respectability. - Others who were not able to receive a
féllbwsﬁiy but who were nouethecless able might 5till enter teaching:

2 view that talentcd people were becoming teachers, the efforts to
regulate the =chools in the interest of improving them might decline

»

b / oL T
1n turh, they would become more atcractive to talented teachers. ‘
» The fellowship program would be costly but not prohibitive. If -

the mister's program were a two-vear progvam, it mipht cost $25,000 per
l R

N 12

N




participant. The numbcr of scliools of cducation graduates is ecctimated

to be 150,000 by 1987: A rcasonable number of fellowships might be

5 percent of tlic graduating class or 7500. The cost would be
660 for the sccond wear and thereafter: Variations on zue
<

[

0

Un

$187,
number supported; the level at whicli they are supported, and tie
duration of the support could vary.

In the sccond place, we must reform the process of beceming a.

tedacher so that it is intellectually rigorous, prepares people to teach;

and scrcens out those wio cannct: The sections on teacher education and

toaclier cerfification have describied pessible changes:
In the third place; teaching must be reformed so that thosc who

are reeruited and who are able will be willing to remain in teaching.

Most of the scctions of this papcr deseribe possible changes.

: We have placed special emphasis in this sectien on attracting

aspecially talented people to be teachars:  This we think is necessary

to create support for the concept of a teaching profession: But obviously

sot all teachers will be especially talented. We nonetheless belicve
< -
1

‘ that the vast majority of teachers will perform better under a pro-

fossional rather than buréaucratic regime: For those who do not measure
up, we describe in the next section a rigorous teacher evaluation

O
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Aruitoxt provided by Eic:



22

TEACHER EVATLUATION ;

The tradItloual approach to teacher Lvalu +Ton is bascd upea 4

bureaucratic model of organization: Jhe principal or anothsr bureai-

cratic superior of the teacher directly inspects the work of the teaciied
(i:¢.; observes trhe teacher engaged in the act ol teaching). The

principal typically assesscs tho obs#rved benhevior against a list of
critceria furnished bv the central adminisrration: The teacher then is

given an overall score by the principal.

The andlgloual nodel causes discomfort te both principals and

O

ERIC
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.teachers for the model assumés that teaching is pianned; stable; and

Some J0b° are structutcd pr1mar11v throu th ratxonaixzﬁtioﬂ.
That is, specific tasks are preplatned (by cither manapers or
the ’OLkEIa themselves) and then und rtal“q $ 4 matter of
routine enactment of standard cperating prOLLdurcs. . ..
In other job settings, bhowever; tasks are primarily
- adaptive--requiring accommodaticn to unexpected or unpre-
. -dictable elements within the work qltuatlon. In this case,
. the task definitions cannot be cmbodied in a preplanmad pro—*
‘éfdm. Lnstﬁad the cmpilasis must bé on responding to con-
ditions arising on the ,ob e\nrc1w1ub pT r 3ugomnnt
rcgardlng vhat is nccdod

echnical flexibility:” §

Peachers have ambivaleiit feelings about having /their behavior
samplod once a year: Onc sentiment favors predictability. It is
important to kiiow when one is being evaluated; to know when the
evaluator is coming, to préparé for the evaluubo;; And to know that

tlio evaliiator will not sample one's behavior again:  The benefit of

as B "Labor Rélations
I'cacher Policy," in Lec S Shnlmnn-nnd Gary Svices feds:): Handbook
of Tcaching snd Policy {¥ow TOrk: Longnan, 19382), p. 215..

Dduglﬂv K. VltehCLl and €harles T. Kerchner;




this predictability outweighs the risk that the students will not

pér£0rm properly on the designated day. Another sentiment is that a
"yood day:" The students may not perform properly on that day. More
frequent=-and, therefore, more representative sampling, is te be pre-
forred: Prosumably moreé frcquest sampling means informal observation--
the teaclier does not know when thé cvaluator will cose. The risk that

the c¢lass will be operating in an improper way is offset by the fact

thif‘*hﬁ evaluator will ba s5§§Jiﬂa—ﬁfﬂﬁv¢éf—at—othcr—trwes. -

.

Yet having the prrncrnai rcgularlv and dlrcctlv 1n,pc"t1nn the

toacher's work creates a burecaucratic éﬁvironmeut in which morc and
more prominence is ”iécn to the specificaticon of criteria and to their
obscervaticn. . Under such a regime, teachers fecl that they are iess.
able ta make thoir own instructicnél decisions: And principals find

An aitérndtiVéAto the.bureaucratic approach is-an apprcéch which
involves master teachers in thie évaluation of other teachers. By
“master teachers" we mean cxperienced teachers whe have been selected
for sich special tasks as evaiuatiﬁg othor teachers: (How they are

selected is described in the sgctJon on Teacher Retainment.) The role
of the master teaéhcf is to help enforce a pro ofessional standard of
teaching pfacticc. The approach requires: the avaluator to judge the
appropriateness of teaching decisions. 1t assumes that professional

dcvo?opmnnt neceasary to make appropriate decisiens for diffe ent

©

O
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students and classes. It furthor assumes that indepondent obserw
who hawe this knowledge can reach agreement about wlhien an appropriate

or inappropriate teaching decision has been made.

The approach also requires conscnsuos on what constitutes breper

E
standard of practice in a given tdaching area. The lack of comsensus

plaguas education and is the major obstacle to professionalism. Com-

peting conceptions of teaching methods exist in all subject arcas and

jevels of educition--indircct instruction vies with direct instruction;

with group instruction, and §0 on. .

Rather than attempting to forceé a coicensus on the proper-standard
of practjce, it would be préféEéBié to operate on a consensus of what
is improper or iﬁappropriate practice: Since there is not & consensus.
on the one best system of instrucfioi, master teachers can sanction

differcnt standards of practice, Different methods are called for by

differont oircumstances and diffecrant teachers' personalities may lend
themselves to different methods of instruction. The task of evaluation
is to ensuré that malpractice--inappropriate educationdl process—-does

-

not occur: For the professional cc%ceptiéﬁ to work, toacher evaluation
must scrve fairly circumscribed purposes. Dome well, it is labor-
iftensive and, therefore, expensives Done widcly; it would be not only
expensive but also érgaﬁizdtibhniiy disruptive: It might work bost:
(1) where efforts concentrated on éﬁsuring that teachers new to the

svstem were ptofessionally compatent and (2) where it was assumed after

s_y o
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TEACHER RETINTION

The carcer of the teacher is lafgely undifferentiated. The

expoctationsfor a first year teacher are nearly identical to those for

an ewpericnced teacher: Im general, first-year teachers

Al

re expected

to function vithout Special assistance or supervision: The same is; o e

of coursc; trae for experienced teachers. As o teachier gaius skill

and expericnce, generally he or she is not expected to dgo anything but

¢ - I e e e T T

fegch classcs. . From the perspective of teacher comsidered. professional

he or she #s eupected to be a fully qualified professional {rom the

_ start. From the perspective of teacher considered as burcaucrat, he or

quailty control and improvement mechanisms associated with the teaching
carcer. Tenure is not granted generally until the third year. Most

systems have some form of teacher evaludtion ostensibly to help find

those teachers who carmot or are not teaching. Most systems reqaire
" teachers to renew themsclves by taking courses. And many “systems have

staff development activities. These mecharisms provide sone semblance
of carcer. But teachers who want what is recognized as a career must
normally leave the classrooms: ; , ' .

classrooms must do so largely as volunteers. They may become active

in teacher association or union~affairs, They may on their own help

i tlieir collsapgucs. Tney may volunteer for school or system-wide committee ™~

work. But most such endeavors do not receive furmal schiool system : ?

recegnition--or compensation.

fmad |
S
Ve

Q ) Do . s L
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Yet, even before the recently discowv ILd political interest iu

-

‘d sthriu_nib could “a dig-

(<5

v formal recognition for a

role in which a ciassrcom teacher performs functions not ﬂSSOCJuLLd

V1th his

have, following a selecticn process, been de deWLQ a5 teacher leaders,

constliing teachers, master téééhcfs; erq, A s;lbctlon pmoce § reguires

> -

applicants to app 31y and be screencd by one or more dcclsioWﬂ 1ns

authiorities. Tealicors participate. in ahn selection process. Through
solf-selection and screcning decisions; less than competent teachers. -
arte ilkay Lo be sereeiied outs, Those selccted are Iikely to be teachers

who are ﬁéii recarded by their cwolleagues and administrators but teaching
conpeternce is likely to be but pne of the ecriperia on which differeutiated.,

Stioff are sclected. Presumably; they are selected for their social and

political as well as téchhicai skills. Thus, differcntiated staff will

nbt'nec¢553rily be the most competent teachers. Indeed, many crmpetent

teachers are llkgly to be uninterested in expending energy outside the———

cldssroom: Stilk; this embryoiiic dlLfoLnLlﬂth gsraffing movement is

likely to satisfy carecr aspirations for some teachers. They-receive

additional 109ponsnb11LL1cs external recognition and,; im a growing

number of cases; additi onial compensation

Perhiaps more importantly though,; the embxyonlc movenent signals
a growing-concorn that tecaching has been overiy burcaucratized. Over

T e - O
the last decade or two school system bureaucracies have become more

’ : . R _ R . . 7 )
claborate. This development signals the fact that more important

decisions arc to bé wade centrally und by administrators and fower by

ERIC
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cacliers, tlien, sce tlemsclves less as professionals.end o 7

e e o .

more as buresucratic. functiondrics. The movement, perhaps soon to

. < - _ _ Yl - . Lo -
accelerate, is a recurn of some responsibility to teachers. Teachers
chosen For differcnriated staffing will have their spheres of influence

L) -

extended:  Somz cxperienced and competent teachers will choose not to

LIRSS

becone members of a differentiated staff. They presusably-witl derive

Circer satisfaction from tcaching. The conditions of classroom teaching

o

will, however, havce to be such that théy-Caﬁ practice their profession
in a manuer that thgy judge bost: (TS& fact fpét soma gualified teachors
will clicose not to éaké tima awéy from their own classroom tcaching to  — e
becone differentiated stalf means that no oppiobrium will be associated
rrrrrr Sai

with not being a member of the differentiated staff. Thus, "good" aad -

nEad" reachers will not be marked as they would be under some merit

e .

e

judge to be Lest: Increased standardization of. the curriculum or pre=

many teachers leave tcaching.
A_profcss&bﬁéi approach to school improvement in whicl teachers
? are the dispenscrs and recipients of‘iaﬁiéé and decisions is an
alternatives _cﬂttéhtiyi new téachers are thrust into fhe classtoom, by

their own accounts, unprepared to tcach. Differentiated staflf du

&

104
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 varicus configurations could provide help to and then'evaluate new
i

teachers. They could similarl

colleagues wito are having difficulty. They could participate in ~ ,
. T B
T bl T S
curriciulum design, staff development; etc. These are opportunities
o /f: _____ SR e // .
__for Yeadership-to-be eicrcised by teachers who are able and willing ;e
s e ) ]/
to do it. .
//‘
Retenition in educstion is not weill understood. Teachers ot higher
,,,,,,,,,,,,,,, e ITL i _ : S iaie-oa-- c,,\,—, T
measured academic ability have been found mere likely to leave. feachers
«ho want to be abie to make their own professional judgments say that
they will leave teaching if they are prevented Irom making those
R D u S - .- e - e g . Y -~ . R S e, . "’I.:,
- judgments. A bureaucratic conception of teaching is, we-think, less
likely to retain good teachers in the classroow than is a professicnal
conception of, teaching. )
_.;;:;_T;__\ -
. o~
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TEACHING OR TESTIHNG T
_ /'/.' . _ - N N - . . _ o
?E;Eﬁééfﬁéétiéﬁffigi baginnings of which are in the "Seduction

e : " , . N 1
3 uss How the bureaucratic

T e
— of Ceritral Office Administratdrs;" we dis

(¢

-

approach leads to toacliing-the-skills-to-be-tested-approach whereas

the professional zpproach allows for teaching not only skills but also

7 credtivity and love of learning, etc:
o' R «
_ - .
>
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STARDARDS TUR 1S 0 STANDARDS FOR
’ The nuclcus of this section is t
Standardization” In which we shov the tradeoff between controXling
.’. )
teachers ve. controlling teaching:
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gency ot courts ;a'_ii;lf‘ g,
* scniools in his 1979 DUOX '
In ..J.Lb int Qi"f%%f«? ?‘;’! é. ac -
| task force thatr investiza =
© Trares new graduaiion 18
public officials are still nsing
in their efforts 1o improve equc annn. 7
[ S — - = : —
less and less atteution to it, in part cdiication, pdxqmabrs may haie

“Ron BraxpT
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'Ihc \,ommwxon oii Exce .1#:1(:(. rccom-
mends  higher o-’dmtnm

micizls, mnEe stoigefit stancdords; niiifé
homcivork. W }wt will })v. thie resdlts if
thoc" ru‘omn*enp n.nm are followed?
W H to some degree Americat (.dll(..l-
fion has bocotme saft, 50 we miist have

higher siandards—inte Ilwnll- Apph'd :

’i"c have ‘sotic tuo fur in allowing stu-
dents to cf.oo e clectives 2# we have
not expecteds as, mueh inSiie vay of
homewoik aiid: h.lrd work as we should.
But whiei state § golievrivikers get into the

act, tl.gr' i tuidf‘nm forthemtc v lo
mnd ite e ey roals and aspitations into
something mere concrete by passitig
]C;"ld‘hl()'1

For example: in the nuur‘lc anid late
1970s, many of the states ddopted -
mu ¢ (.Ol.nl & yeney testing. As sonie of us
predicted; that led to an mcrcmp‘iwr
on hasic sLle: afd prmamnon for tests:
The failure of nifnimum competency
testing to improve cducation should ;
have. auvht lc"xsi‘nms xomuhmv but it

probably ddd not:

You've bccn opposu! to miiinum
comp"tcnm testing frb.ii the begin-
ning.

Its too simplistic: Its onl\ ¢ *crt could
have bren to cause the state to becotiie a
miore active determiner of edicatioad

. policy and practice than it dhiotild b

ﬁm\l may recall that many of it stites

= said’ they wouid sart ‘nth tests i basic:
rcading. and arithinictic but that thes
]\me.d eventualiy fo cover thc entite
high scliool r)mu.nn I other words:

there would he a statewide {ut for grad-
ualion that \\oukl i1 cflu (}Hcrmmc
the high \chunl ciirticuiunn Fortunates
lv e lm\ult seen that happen, and
esting ro-

fainis an thie lu,nlx pmi)lc are paying .

Ooiisticn 1983

icvrmakers have rtcovmzcd
the limitati 'Jppvmch as we
face the obviously erowing deinand fora
0T hl zhiv cducated citizents.

Is t‘m.c a diffe refice betweer mmunum
competerncy  testing miandated for a
W nolc s.htc "nd tcsts uscd at the local

lcaminr' what thc{ should’
Tesks are a necessary part of cood schoo!
mam"u.\gnt \§ Hat but]xc_rc'i nic abeu

the minimum cornpctmf\ tcﬂxmg
movemyent is that if it were tz
»ously, it \ou}d liave led to the n

of & statellevel burcaueracy thal whuld
fiot onle have planned the tests, but
would sfowly have goiten into {he man-
ageinent : d'u‘ dcsm* of the curiceluim.
\nd even thm:wh testing is ncccsmn

phawcd n. .lns coun*rx—
teaching children. reading and lmloﬂ in
a way that will hielp thun gain appreeia-

tion for those sub,ccts. we tgach themn so
as to ¢nsure th'u they \\:H do well on the
tests.

How did we get to be & 50 dependent on
tcstm
It arises partly because we 1o léjiiiéf
trust teachers to tell how well stu(lcnt\
liave learicd. It used to be that teachers’
gradcs were nc(c;ncd as an accumtc
contmuf to h'nc rrport c%rd» ofcoursc
bul thev'v a!so been developing exter-
nal mechanisms to check on (LﬂChL‘«'h\.
1/ tm'*hcra rccu"m/c fhl. ’
Tests are part of a \\de r.mum" set of
forc s that are undeimining the teach-
cr's role and makitig teact
tive: which in turi causes ¢

pcoplu to chaase teaching as a cueer:

“And thiat brings us full circle: Having
intiveiicd .ch,mdl\ i the Jast decade
of two to iy to inprove ihc: (]ll.llh\ of

-3
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rx.xdt,_ things worse, which .in fact will-
resiilt in even poorer teachers than we-
have Tow: That 15 the rcal crisis in
education:

You're saying that poh'*\mzkr:rs haxe\_m_-'

actually covtnbulcd to the crisis:

{ believe that at the root of pmplcs lack
of cunfidence in cdu(atmn is their per-

" ception of the qualitv of people stathing

s

oar schiools. /And the reaulatory ctrurts
of ihe last decade and a half that 1
explored in «Lez slated Learning' were
attempts to control wliat was being done
in classrooms, even though in fact very.
little could be do For thc last dec
wi have had pretty m

much a stati
iiig force. Amicrican cducation couldiit
be e fornied bv chanaing cither the
nature of the people going into teaching

or- their prbpamtlon experiences. 'Ihe

steps that were taken—regulation, legis-
lation—made tie wole of thie classtoom:
teacher more bureaucratic /And accord-
ing fo rcsrarch ] aim conductma with

Lm(h """""" my col—

lcadu_rs are uuluppv aboul it, cspecial--
Iy tht best qualified ones: Those: with'
more dcarus aiid those with degrees in

the nmdcnnc disciplines are the most

likelv to ch"ifc undcr these testriclions.

So some of-them may guit tcaahm:: and
it will bechard to find people of their
caliber to take their place? -

Lornphmtmv the situation is tHat in
three or four vears there will probably be

“a shortage of teachers, for demographic

Teasons: .\nd of course research shaws.:
that over the last decade of so t}w\
average nicasured ability of people en-

tering teachinz has bun dcclmmq So \
nol onl\ \ul] we probably; have e abso— >

Ron Brandt is 1 secutive Editor o/ f2du-

© cational Lcnduslnp

da!
)
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“1 The latli?lié has o ”ikncc that

A0 ddc nicaly et

tdL

ople are

becoming reachers, they will begin to

develop Ccmhdcn(.c in
may be wi
relt m\ ely

pm ssion.”

1 the srhool 'md ,

ijling to leave teachers
alo SIE 1O practice their

rq'-f--- e v

]

ey

s

Aruitoxt provided by Eic:
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Lute \!.mtmc of teachicrs: but \\c alimost
certainly will hive o shortage of penple
wliom lhg 1ml)lxg wouild ru;.ml as highly
quatified. Naw, having high mu.mﬂd
acadeisiic abilite does not eisure that 8
persun will I oond tzachier: but in the \
pub i’s mn.d pecially now: there isa

'. \n xf thc'\ '».x lhat

(‘nn\cr\c]\ ,;t ihf pubh(. s cvis
deree tiat: *cukmuli\ tl‘(.ln"(l people
are ecoming teachers, they wili beain
to develop confidence i the ﬁclmol\
d way be willing o feave tenchess
reiatively alene to practice tizir profes-
stois That, 1t seerus to itie. i3 (ll:‘ Loy to
salving miany of thic probloms that Beset

American cduutmn.

Ate Hiore sonie wavs ihat l(‘ufht(ns and -
other pr)hcmul\cu con do a better job
of foresceing the results of theiv actions?
Well, thiete is ait Ap)rmch we nsc at the
R:md Corporation callcd "polic: analy-

’lw)'call\ vou cxthcr IooL backat—
v If legisintion tr\mo to force hxnher stan-

,dards won't v.orL W hat m i morc ap—

nd tr\

io traci thc r :
tiie, Conéiqncmm ol pohcxc b"mfv coii-
sifffxed: These two classes of aciivitics—
I r"\piéi;'\é and  prospective policy

' her closely related. To
nv1\7c pawhlc efficets of policies cur-

r"n.l\ under coxmdk’.atmn """ v to

vou

- apy i Tessaits learned from the applica--

tion of othier pelicies in the past
Policvnidkers haven't (lispl ved a
of inteiest 0 policy i
sears: intdead. there s almost a disdain
fumt T (\(.l\mmmn on Faccelience;
for L\'nn;m did fiot_betray anv great
Un\.us'a'mnw al the Endmv\ ().ﬂ_dtl\.'l-

iot

by th(m"httul pmp.g buit thev did not
take a fot of time to trv o understaiid the
fall implications ot what tiiey wgre say-
ing.

‘? at's ait example of successful use of
“peliey analysis in the public sector?

Palicy analysis 1§ otily grie ingredient § in
p')!m making, Policy miakers are driven
mou\b\ i desire to gain L.cdxt {()r
having unnc ~orm (hm' 1bout i problem

i mur‘ I'n not
”1 or crnical,

tu.u ‘n'". e g
ciitic cire ers-- —1rc nud«* l)\ )mpmmo

3 get credit fui raitiag
aboul vous al,mt\ ta

new thi
people’s

I(H)Cr
solve a nrolmm shatty down the lo.ul

dv in the pulmwl drend gobs ciedil

Svine he ol she is goitig to solie i
pxohiun,ln‘nr 15 veiis fraid. no\\.rltrh.ls
to bc Mthm ‘.lu. ni_\t tlm.c vea rc; \\ hcn

nm\ lizic a hcnchcm] ¢ f(.c‘ bmr \rm-

f‘A
F:

may not. Auid Id ligve 6 sav that m
of what has been tried. over-the 1ast 15
vears. Lias-missed.”

Most of {hc polmcs lmd in rLcux\
vears, particulardy at the'state Jevel. have
cost verv little orniothing. They were
rwu‘alon imjtiatives. The resilt was
what could have been expected: piay
hittle; got lntlc I'm afraid that wliat is
nct.dcd is going to cost moticy. Teicher;
salarics: for cxaniiple, have been declin-
inz tn recent vears i real terms: We
liave a lotig Wiy to go to ke Beginning
and aveiagze salaties of teachers some-
whiit competitive with the alternatives

available to abl€ prople: s

Besides that, 1 il ik that frm\l\ Wi,
_going to h:m: to fure p

ople into teach-

Jr

- gate

ing. College education These davs is very
expensive: so you could get young peo-
ple to think abowd ?delnnv by otfeiing
. financial Jsﬁ‘\lnx1LL~—<chnlar\hxm fcl-;
“lowships: loans—either for  teaching

cenerally or for i(.d(.nmg in sp*cxﬁcd
hdds

that need
to oncur mav ol be all that expensive:
I some cases we have evolved rather
claborate- hitreaiicricies in our school

svsiems thist are costly and- tmo to de-
u.o.c<5.m.nli/c ll)c work of /*’nsmom
cachiers. If vou have central adn :

tors doing 2l the planning and de
“ynaking. vou do

of the
chw(mm ‘teacher. One of the wavs to
nmlc lmclunmmm atiractive is to dulc-
501C nf the rss‘cm}\ lities umt

ade the wle

have gravita® d upward Qi thie bl
wacv. That is, 1 think that teachers—
while. remaining classroons teachiers—
must be freed part of thie tisng to dothe—-
g to ¢
impnrtant work of inducting Aew tcach-
_ers-into the school system, of helping
cvaluate their peers, “of planning the
curriculumi, of providing xnscnm.

workshiops, and_so o

& Final comment on higher. standards? -
Tlic toad from standards to standardized
testing to standardized teaching to stan-
dardized students is a short onc. Ve
st keep from coing.all the way down
road: We have o find a4 wav to
lish high s.dndards .u.d C\pucta-

cs'a

- peaple “ho need to Lnon aind usc them

vithout the rigidities I seen 1s<ourm:d
with el vducational  policymak-

iig.0)

HAhur B W sislated Learning:
The Burouucratization "of the Amencen
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